University of New Hampshire

University of New Hampshire Scholars' Repository
Doctoral Dissertations

Student Scholarship

Spring 1998

Perceptions of New Hampshire teachers and supervisors
regarding teacher supervision
Pamela L. Clark
University of New Hampshire, Durham

Follow this and additional works at: https://scholars.unh.edu/dissertation

Recommended Citation
Clark, Pamela L., "Perceptions of New Hampshire teachers and supervisors regarding teacher
supervision" (1998). Doctoral Dissertations. 2008.
https://scholars.unh.edu/dissertation/2008

This Dissertation is brought to you for free and open access by the Student Scholarship at University of New
Hampshire Scholars' Repository. It has been accepted for inclusion in Doctoral Dissertations by an authorized
administrator of University of New Hampshire Scholars' Repository. For more information, please contact
Scholarly.Communication@unh.edu.

INFORMATION TO USERS

This manuscript has been reproduced from the microfilm master. I M
films the text directly from the original or copy submitted. Thus, some
thesis and dissertation copies are in typewriter face, while others may be
from any type of computer printer.
The quality of this reproduction is dependent upon the quality of th e
copy submitted. Broken or indistinct print, colored or poor quality
illustrations and photographs, print bleedthrough, substandard margins,
and improper alignment can adversely afreet reproduction.
In the unlikely event that the author did not send UMI a complete
manuscript and there are missing pages, these will be noted. Also, if
unauthorized copyright material had to be removed, a note will indicate
the deletion.
Oversize materials (e.g., maps, drawings, charts) are reproduced by
sectioning the original, beginning at the upper left-hand comer and
continuing from left to right in equal sections with small overlaps. Each
original is also photographed in one exposure and is included in reduced
form at the back of the book.
Photographs included in the original manuscript have been reproduced
xerographically in this copy. Higher quality 6” x 9” black and white
photographic prints are available for any photographs or illustrations
appearing in this copy for an additional charge. Contact UMI directly to
order.

UMI
A Bell & Howell Information Company
300 North Zed) Road, Ann Arbor MI 48106-1346 USA
313/761-4700 800/521-0600

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

PERCEPTIONS
OF NEW HAMPSHIRE TEACHERS AND SUPERVISORS
REGARDING TEACHER SUPERVISION

BY

PAMELA L. CLARK
B.S. Keene State College, 1978
M.Ed. Plymouth State College, 1984
C-A.G.S. University of New Hampshire, 1988

DISSERTATION

Subm itted to the University of New Hampshire
in Partial Fulfillment of
the Requirements for the Degree of

Doctor of Philosophy
in
Education

May, 1998

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

UMI Number: 9831940

Copyright 1998 by
Clark, Pamela L.
All rights reserved.

UMI Microform 9831940
Copyright 1998, by UMI Company. All rights reserved.
This microform edition is protected against unauthorized
copying under Title 17, United States Code.

UMI

300 North Zeeb Road
Ann Arbor, MI 48103

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

ALL RIGHTS RESERVED
c 1998
Pamela L. Clark

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

This dissertation has been examined and approved.

D issertation D irectpr^G rant L. CioffF
Associate Professor of Education

u
Charles H. AshleyAssociate Professor of Education

Zu

p. c

Ellen P. Corcoran
Associate Professor of Education

£/

Sharon Nodie Oja
Oj<
Professor of Education

Thdmas H. Schram
Associate Professor of Education

t/ / z o / f S '

Date

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

DEDICATION

To the students in o u r schools

the “Why"

behind everything I try to do in education.

iv

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

ACKNOWLEDGEMENTS

I am deeply indebted to the many people who have assisted and
encouraged me throughout this dissertation process. Words of
encouragem ent have come my way from m any people along the journey
and always when I needed them the most.
I would like to express my sincere appreciation to my dissertation
director. G rant Cioffi whose caring and p atien t assistance enabled me to
find my way through the dissertation task and to the members of m y
committee, Charles Ashley, Ellen Corcoran, Sharon Nodie Oja, and
Thomas Schram for their sincere interest an d constant support.
I would like to add an extra note of appreciation to Charles Ashley
who advised me through both the CA.G.S. and Ph.D. programs and has
been my m entor and a constant source of support and encouragem ent
throughout the p ast 13 years.
I would like to express my appreciation to the m em bers of the New
Hampshire Jo in t Education Council Executive Board for their strong
support, warm encouragement, and financial assistance.
My friends Jan e and Brian spent late nights collating, folding, and
stuffing envelopes, stood by me in my darkest moments, and believed in
me even when I was not too certain of myself. To them , I wish to
express my very deepest appreciation. The journey would have been so
m uch more difficult w ithout them.
After these m any years, my parents still stand behind me in my
v

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

efforts and take joy in m y accom plishm ents and I am deeply grateful to
them for all they have done and continue to do.
Other UNH Education Departm ent faculty members, through th eir
instruction and guidance o r through their friendly encouragem ent have
helped me to m ake this journey. These individuals include Michael
Andrew, Richard Barton, Todd DeMitchell, Ann Diller, Virginia Garland,
B arbara Houston, and Jo seph Onosko. I am grateful to all them and
consider myself fortunate to have had such great support and assistance.
I wish to thank the teachers and supervisors who participated in
the study or in the pilot. I would not have a study w ithout them.
In writing this acknowledgment, I cannot list all of the people who
have helped me to accom plish this task and so in closing, I wish to offer
a general note of thanks to all the m any friends who have been there
along the way.

vi

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

TABLE OF CONTENTS

DEDICATION............................................................................................... iv
ACKNOWLEDGEMENTS............................................................................ v
LIST OF TABLES.........................................................................................ix
LIST OF FIGURES.......................................................................................x
ABSTRACT....................................................................................................xi
CHAPTER

PAGE

I.

INTRODUCTION...............................................................................1

H.

REVIEW OF THE LITERATURE....................................................6
Introduction..................................................................................... 6
Definition of Term s....................................................................... 8
Dimensions of Supervision...........................................................11
Effectiveness of Teacher Supervision.......................................... 54
Sum m ary......................................................................................... 64

m.

METHODOLOGY.............................................. ............................. 65
Instrum entation............................................................................. 65
The Study Population................................................................... 70
Sampling Procedures.....................................................................71
D ata Collection Procedures.......................................................... 72
D ata Analysis................................................................................. 73

IV.

ANALYSIS OF DATA....................................................................... 75
Demographic Characteristics of the Survey Respondents
75
Supervisor and Teacher Perceptions........................................... 80
Sum m ary.........................................................................................96

V.

FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS
97
Introduction and Overview of Study........................................... 97
Sum m ary of Findings.................................................................... 100
Generalizability and Limitations of the Study...........................104
Teacher Supervision in New Ham pshire..................................... 106
Supervision in New Hampshire and in O ther S tates................ 115

REFERENCES.......................................................................................... 117
vii

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

APPENDIX A:

Teacher Survey...........................................................128

APPENDIX B:

Supervisor Survey...................................................... 134

APPENDIX C:

Cover Letter for Teacher Survey............................... 140

APPENDIX D:

Cover Letter for Supervisor Survey.......................... 142

APPENDIX E:

Letter of Endorsem ent...............................................144

APPENDIX F:

Follow-up Postcard, Teachers.................................. 146

APPENDIX G:

Follow-up Postcard, Supervisors..............................148

APPENDIX H:

Follow-up Letter, Teachers....................................... 150

APPENDIX I:

Follow-up Letter, Supervisors.................................. 152

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

LIST OF TABLES

TABLE

PAGE

1

Demographic Characteristics of Respondents.......................... 77

2

Structural Dimension Subscales-Item Means
and Standard Deviations........................................................... 81

3

S tructural Dimension Subscales-Subscale Means
and Standard Deviations........................................................... 82

4

Analysis of Variance for S tructural Subscales........................ 83

5

Results of t-test for S tructural Subscales...............................

6

Results of t-test for Selected S tructural Subscales................ 86

7

Cultural Dimension Subscales-Item Means and
Standard Deviations..................................................................

84

88

8

Cultural Dimension Subscales-Subscale Means
and Standard Deviations........................................................... 89

9

Analysis of Variance for C ultural Subscales............................ 90

10

Results of t-test for C ultural Subscales................................... 91

11

Results of t-test for Selected Cultural Subscale Item s

12

Effectiveness Subscales- Item Means
and S tandard Deviations............................................................ 93

13

Effectiveness Subscales-Subscale Means and
Standard Deviations................................................................... 94

14

Analysis of Variance for Effectiveness Subscales..................... 95

ix

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

92

LIST OF FIGURES

FIGURE

PAGE

1

S tru ctu ral Dimension-Means of Subscales.............................

83

2

S tru ctu ral Dimension-Item Means for
Supervisor Present (SP) and Teacher Present (TP).................

85

3

C ultural Dimension-Means of Subscales................................. 89

4

C ultural Dimension-Item Means for
Supervisor Present (SP) and Teacher Present (TP).................

91

5

Effectiveness-M eans of Subscales............................................

94

6

Effectiveness-Item Means for Supervisor Present (SP)
and Teacher Present (TP)..........................................................

96

x

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

ABSTRACT
PERCEPTIONS OF
NEW HAMPSHIRE TEACHERS AND SUPERVISORS
REGARDING TEACHER SUPERVISION

by
Pamela L. Clark
University of New Hampshire, May 1998
This study examined the perceptions of New Hampshire teachers
and supervisors regarding teacher present and ideal systems for teacher
supervision. Teacher supervision was defined as being inclusive of
district practices which promote teacher growth and development and
those which are used to make evaluative judgm ents about teachers’
performance. The study sample included 73 supervisors and 305 teachers
randomly selected from 45 school districts. The sample districts were
selected using a stratified random sam pling process in which the
stratification variables were district wealth as reflected in the district’s
equalized valuation per pupil and geographic region.
Data were collected through the use of two m atched surveys, one
for supervisors and one for teachers. The surveys contained 37 Likert
scale items and 3 open-response questions designed to measure
participants perceptions regarding the stru ctu ral (practices) and cultural
(characteristics) and effectiveness of th eir present teacher supervision
system and those of a system they would consider ideal.
Data from the survey were segregated first into three sub-divisions-items relating to the structural dimension, item s relating to the cultural
xi
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dimension, and item s regarding effectiveness. Within each of the
dimensions, data were further sorted by role (supervisor, teacher) and by
scale (present, ideal) into four subscales. Effectiveness d ata were sorted
by role into two subscales. Differences between supervisors and teachers
on the present and ideal scales of the structural and cultural dimensions
were evaluated using a repeated m easures ANOVA and t-test. The
analysis revealed a significant difference between supervisors and
teachers on present scales b u t not on the ideal scales. A one-way
ANOVA was used to examine differences between supervisors and
teachers regarding teacher supervision system effectiveness. Supervisors
and teachers again differed significantly a t the p < .01 level on the
present scale b u t not on the ideal scale.
These results suggest th a t New Hampshire supervisors and
teachers share a common perception of the practices and characteristic
of an ideal teacher supervision system, but differ in their perceptions of
their present teacher supervision systems. Supervisors perceived their
present systems as being m ore reflective of the ideal and more effective in
achieving its intended purposes. Implications of these findings are
discussed.

xii
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CHAPTER I

INTRODUCTION
Public system s of education began to emerge in the United S tates
dining the early to mid 1800’s and have evolved into the extensive,
complex, public education system s which exist today. Over time,
increased authority for the schools was granted to state and local
governments gradually placing m uch of the responsibility for the
education of th e nation’s children in governm ent hands. Expanded state
and local government authority and responsibility diminished the role of
parents in the education of their children, distanced parents from the
formal education process, and left parents with less direct control over
their children’s educational experiences. This expansion of government
responsibility and the corresponding decrease in direct parent control
gave birth to dem ands from both government and parents for the
supervision and evaluation of teachers as m eans for establishing
accountability and insuring com petent teaching, dem ands which
continue to be heard today (Karier, 1982).
In light of these demands, by the year 1994, 47 states had issued
some form of recommendations or requirem ents regarding teacher
supervision, either through legislative action or state departm ent
regulatory policies. Of these 47 states, 15 developed state systems of
teacher supervision and m andated their use in all districts, 14 required
local districts to develop supervision system s at the local level which
1
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complied with state criteria or were approved by the state departm ent of
education, 15 required th a t districts develop supervision plans b u t did
not hold them accountable to any state criteria or approval process, 3
only recommended th a t districts develop system s for teacher supervision
b u t offered no guidelines or criteria, and 3 had no teacher supervision
requirem ents or recommendations a t all (Sclan, 1994).
Parent, community, and government dem ands for teacher
accountability are som ewhat at odds with the emerging view of
educational im provem ent theorists and educators (e.g., Acheson &
Gall, 1992; B randt, 1987, 1996; Grimmett, Rostad, & Ford, 1992;
Sergiovanni, 1992) who argue the need for teacher supervision practices
which foster teachers' professional growth. While accountability
m easures place supervisors in an inspector role, define supervision as
som ething supervisors do to teachers, and require rigid, standardized
procedures; professional development methods cast supervisors as
coaches, fashion supervision as a collaborative effort between supervisors
and teachers, and call for flexible, individualized m ethods (Glickman,
1992). In h er 1994 study, Sclan found th at among the 29 states which
either m andated specific teacher supervision systems or se t specific
criteria for supervision system approval, the accountability model of
teacher supervision predominated. She further found th a t in the three
states which only recommended th a t districts establish teacher
supervision system s and the three states which made no
recom mendations regarding teacher supervision, the professional
development approach to teacher supervision was more prevalent.
2
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At the present tim e. New Hampshire is am ong the three states
(Maryland, New Hampshire,Vermont) which have only recommended th at
districts develop a teacher supervision system. In the absence of specific
state directives and guidelines, teacher supervision practices emanate
from th e diverse beliefs, values, and norms of the individual school
districts and the teachers and supervisors who work within them and
vary considerably from one school district to another. New Hampshire,
thus provides an ideal setting for examining teacher supervision
practices and teacher and supervisor beliefs and values regarding teacher
supervision which have not been molded or shaped by state directives or
requirem ents.
Organizational theorists Covey (1989, 1991), Fullan (1993),
Schlechty (1997), and Senge (1990) describe organizations as consisting
of two dim ensions—the structural dimension and the cultural
dimension. The first dimension includes the formal practices,
procedures, and policies of the organization while the latter encompasses
the informal beliefs, values, and norm s which shape and guide the
im plementation of the former. They point to the components,
characteristics, and interaction of these dim ensions as contributors to
the effectiveness of an organization in achieving its expressed purposes
and they encourage understanding of both dim ensions as a m eans to
gaining a fuller understanding of the organization. In an effort to gain a
fuller understanding of teacher supervision, this study examined the
structural and cultural dimensions and the effectiveness of teacher
supervision.
3
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This study sought to provide a description of supervisors’ and
teachers’ perceptions of teacher supervision. The description was created
from d ata gained through a survey of the perceptions of New Hampshire
supervisors and teachers regarding present and ideal teacher supervision.
More specifically, this study sought to respond to the following questions
in the context contem porary theory and research:
1.

W hat are the perceptions of teachers and supervisors

regarding the stru ctural (practices) and cultural (beliefs, values, and
norms) dimensions and effectiveness of their present teacher supervision
system?
2.

W hat are the perceptions of teachers and supervisors

regarding structural practices and culture characteristics they would
consider ideal?
3.

To w hat extent do teachers’ and supervisors' perceptions of

their present system m atch their perceptions of the ideal;
4.

W hat variation exists between the perceptions of teachers

and the perceptions of supervisors with respect to teacher supervision.
The results of this study provide a description of present and ideal
supervision practices, beliefs, values, and norms as they are perceived by
supervisors and teachers in a state where teacher supervision is relatively
free of state-level influence. This description m ay be used to
com pare/contrast the perceptions of New Hampshire supervisors and
teachers with those of supervisors and teachers in other states. W hether
accomplished through replications of this study or the use of the results
of other studies, such comparisons would contribute to understanding of
4
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the effects of the presence or absence of state involvement in local
district development of teacher supervision. Additionally, the description
may be used to further examine supervisors’ and teachers’ perceptions in
the context of theory and research on teacher supervision. Finally, the
results of this study m ay have utility for organizations and individuals in
New Hampshire who are involved in supervision design and
implementation, or related reform efforts.

5
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CHAPTER n

REVIEW OF THE LITERATURE
Introduction
I use the ensuing literature review to define terminology and to
establish the direction and param eters of this study. More specifically. I
use the literature review to construct an operational definition of teacher
supervision; to develop a description of teacher supervision practices,
beliefs, values, and norm s through the analysis and synthesis of the
writings of educational theorists; supervision specialists, and
researchers, and to examine the scope, purpose, and m ethods of other
research efforts.
Through the process of this literature review, I define teacher
“supervision" as a process inclusive of the practices which promote
teacher growth and development as well as the practices which are used
to make evaluative judgm ents about a teacher’s performance. I interpret
the term “supervisors" to m ean those individuals who b ear formal
responsibility for supervising and evaluating teachers. I further define
teacher supervision as a process comprised of two dim ensions, one
structu ral and the other cultural. The stru ctu ral dim ension is the
formal system for teacher supervision and encom passes th e following
components: clear standards for teacher performance; teacher goal
setting; observation cycles which include the use of pre-observation
conferences, classroom observations, and post observation conferences; a
6
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total performance evaluation; and differentiated supervision processes for
com petent and incom petent or unsatisfactory teachers. The cultural
dimension is comprised of the beliefs, values, and norms which shape
the supervision practices and particularly, the supervisor-teacher
relationship. This dimension includes beliefs about the purposes of
supervision, the nature of teaching, an d the nature of teacher learning;
values which recognize the worth of teachers as hum an resources; and
norm s of collaboration, shared commitment to professional growth,
openness, and tru st in the relationships of supervisors and teachers.
I also use the literature review to distinguish factors which have
been highlighted by researchers as fundam ental to the effectiveness of
supervision system s in achieving their intended purposes. These factors
include: training for both teachers an d supervisors, high levels of
commitment and resource investm ent in the process of teacher
supervision, high visibility to teachers and supervisors of the utility of
the teacher supervision process, a level of flexibility which enables the
supervisor to m atch the supervision to the teacher's needs, the
involvement of teachers in planning, implementing, and m onitoring the
process, the joining of teacher supervision and professional development,
and a close m atch between the system and its intended purposes.
Throughout the literature review, I explore the scope, purpose,
and methodology of research studies o f teacher supervision. I use this
examination as a m eans for delineating the scope, purpose, and
methodology for this study and for clarifying the role of this study in the
context of other studies of teacher supervision.
7
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Definition of Terms
Supervision
H ie term s teacher supervision and teacher evaluation are used
almost interchangeably in the literature to name the process by which
teachers and their supervisors work together to effect performance
improvement and professional growth in the teachers and the process
through which the supervisor makes evaluative judgm ents of the
teachers’ performance. The Association for Curriculum and Supervision
(ASCD), a leading organization in the study and advancem ent of
educational practices has used both term s in its widely read an d
respected journal Educational Leadership. The April, 1987 issue carried
the organizing title “Progress in Evaluating Teachers,” while th e April,
1984 issue, which contained similar articles and addressed some of the
same com ponents of teacher improvement and evaluation, w as entitled
“The Realities of Supervision”. Of three books published by th e ASCD on
the subject, two bore the word “supervision” in their titles (Glickman,
1992; Sergiovanni, 1982) while the word “evaluation” appeared in the
third (McGreal, 1983). Even a single author employed both term s
(McGreal, 1983; McGreal, Broderick, & Joyce, 1984.). The term s
supervision and evaluation appeared frequently throughout th e literature
which was reviewed in preparation for this study. The term s were
sometimes used separately and at other times in com bination.
Some theorists and practitioners (Acheson & Gall, 1992; Brandt,
1987; Sergiovanni, 1982) see supervision and evaluation as separate
processes with conflicting or even incompatible ends. They define
8
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supervision, as a process of collaborative effort between a supervisor and
a teacher which facilitates the teacher’s growth and leads to the
improvement of teaching and learning. In contrast, they view evaluation
as a process in which the supervisor rates or m akes judgm ents about the
teacher's performance and in which these ratings or judgm ents are used
to inform decisions about contract renewal, promotion, com pensation or
other sim ilar m atters. At the sam e tim e th a t these authors see
supervision and evaluation as different processes, they adm it the
necessity for both processes in schools, and reconcile the two processes
in an integrated approach in which supervision is the process for
fostering professional improvement and growth and evaluation is a
sum m ative act at the end of supervision cycle (Acheson & Gall, 1992;
B ran d t 1987; Sergiovanni, 1982). Similarly, Patrick and Dawson (1985),
in their case study of five teacher supervision system s conceptualized
supervision as a cycle of activities focused upon the improvement of
teaching and evaluation as the culm inating act of making evaluative
judgm ents about the teacher’s performance.
The variation in the uses of the term s supervision and evaluation
found within theory and research literature suggests th at one can expect
to find a corresponding variation in the use of the terms by practitioners.
In an attem pt to avoid confusion over the term s and to create the m ost
inclusive framework for this study, the com bination term
“supervision/evaluation" was used on th e survey instrum ents. To
alleviate the writing and reading awkwardness this combined term
induces, the single term “supervision" h as been used throughout this
9
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document. The term “supervision" should be interpreted as
encom passing both the process for effecting professional growth and
improvement and the process for m aking evaluative judgm ents about
teaching performance, w hether these processes exist in a district as a
single integrated process or as separate processes, or w hether only one or
the other of the processes exists alone. A more distinct delineation of
w hat is encom passed by the term “supervision" evolves through the
ensuing discussion of its com ponent dim ensions.
Supervisor
Throughout the literature reviewed, the term supervisor
predom inated over the use of the term evaluator. W ithin the context of
this study, the term supervisor is used to denote the individual within
the school system who is formally responsible for supervising and
evaluating teachers. In all of the studies and writings cited in this
literature review, the supervisor was either a school principal or an
assistan t principal. In their studies of the 100 largest school districts in
the United States Ellett and G arland (1987) and Loup, Garland. Ellett,
and R ugutt (1996) found th a t principals and assistan t principals were
the individuals primarily responsible for and involved in performing
teacher supervision. In New Hampshire, supervision is generally the
responsibility of principals an d assistan t principals. Occasionally,
departm ent heads, a special education director, or central office
adm inistrator (pupil personnel director, assistan t superintendent) may
also serve as supervisors of teachers.

10
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Dimensions of Supervision
In this study, teacher supervision is presented, discussed, and
examined as consisting of two dimensions, one structural and one
cultural. The structural dimension is the formal system for teacher
evaluation, the procedures to be followed and the instrum ents to be
used. The cultural dimension involves the beliefs, values, and norms
which guide and shape the interactions of teachers and supervisors
throughout the evaluation process. In combination, the structural and
the cultural dimensions of teacher evaluation contribute to the
effectiveness of the evaluation system in achieving the desired goals.
S tructural Dimension
An analysis and synthesis of writings and research on effective
teacher supervision practices, yields a set of common structural
components for effective teacher supervision system s. Characteristically,
the supervision system is formally developed and described in writing and
includes the following components: clear standards for teacher
performance; teacher goal setting; observation cycles which include the
use of pre-observation conferences, classroom observations, and post
observation conferences; a total performance evaluation; and
differentiated supervision processes for com petent and incom petent or
unsatisfactory teachers.
Standards for Teacher Performance
Standards for teacher performance serve several im portant
functions including: communicating to teachers w hat is expected of
them, making clear to teachers the criteria by which their performance
11
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will be assessed, enabling teachers and supervisors to differentiate
between competent and incom petent performance, and providing a
reference point for teacher goal setting for growth and improvement
(Acheson and Gall, 1992; Conley, 1987; Danielson, 1996; George, 1987;
Harris, 1987; Holdzkom, 1987; M anatt, 1987; Brandt, 1987; Sm ith et al.,
1987). In developing performance standards, educators have considered
both the results of research on teaching and student learning and the
opinions of supervisors and teachers (Acheson and Gall, 1992; Conley,
1987; Danielson. 1996; Geoige, 1987; Holdzkom, 1987; M anatt, 1987;
Brandt, 1987; Smith, Peterson, & Micceri, 1987) viewing the use of
research as the best means for identifying valid criteria for describing and
evaluating competent teaching (Acheson, & Gall, 1992; Conley, 1987;
George, 1987; Manatt, 1987). Two examples of standards based upon
teacher and learning research are reflected in the work of Charlotte
Danielson and the work of the National Board for Professional Teaching
Standards.
Following an extensive analysis and synthesis of the research on
effective teaching, Danielson (1996) published a framework for teaching
which divides teaching into four com ponent parts-plan n ing and
preparation, classroom environment, instruction, and professional
responsibilities. Planning and preparation involves dem onstrating
knowledge of content, pedagogy, students, and resources; selecting
instructional goals; designing coherent instruction; and assessing
student learning. The classroom environm ent incorporates creating an
environment of respect and rapport, establishing a culture for learning,
12
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m anaging classroom procedures, m anaging student behavior, and
organ izin g physical space. Instruction includes com municating clearly

and accurately, using questioning and discussion techniques, engaging
students in learning and providing feedback to them, dem onstrating
flexibility and responsiveness. Professional responsibilities includes
reflecting on teaching, m aintaining accurate records, communicating
with families, contributing to school an d district, growing and developing
professionally, and dem onstrating professionalism .
The National Board for Professional Teaching Standards (1994)
likewise used effective teaching research in developing the standards by
which it would determine a teacher’s eligibility for National Board
Certification. It identified sim ilar perform ance knowledge, skills, and
qualities b u t organized them under five core propositions: first, th a t
teachers are committed to students an d their learning; second, th a t
teachers know the subjects they teach an d how to teach those subjects
to students; third, th at teachers are responsible for managing and
monitoring stu d en t learning; fourth, th a t teachers think system atically
about their practice and learn from experience; and fifth, th at teachers
are members of learning communities.
Theorists and practitioners assert th a t the effectiveness of the
district standards is enhanced when teachers are included in the process
of developing the standards and when th e standards are published in
printed form and dissem inated to all supervisors and teachers (Acheson,
& Gall, 1992; Conley, 1987; Danielson, 1996; George, 1987; H arris, 1987;
Holdzkom, 1987; Manatt, 1987; Brandt, 1987; Sm ith et al„ 1987),
13
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Thomas McGreal (1982), who has conducted extensive examinations of
teacher supervision system s identified the use of standards as one of
nine characteristics of effective supervision system s. He explains th at
standards contribute to the effectiveness and cooperative nature of
teacher supervision by creating a shared way of looking at teaching. In
a study of five Pennsylvania school districts, Patrick and Dawson (1985)
found evidence to su p p o rt McGreal’s identification of standards as an
essential com ponent of supervision system s which are effective in the
purpose of improving instruction.
Three studies offer indications of the extent to which standards are
utilized by school districts as a com ponent of their teacher supervision
systems. In their prelim inary survey of 32 school districts from various
states. Wise, Darling-Hammond, McLaughlin, and Bernstein (1984),
found only one district which utilized established standards for teacher
competency. In 1987, Ellett and G arland surveyed the superintendents
of the 100 largest districts and reported th a t 48 (70.7%) of the 68
superintendents who responded indicated their district had some form of
written standards for acceptable teaching. When Loup, Garland, Ellett,
and R ugutt replicated the Ellett an d G arland study in 1996, they found
th at 52 (84.6%) of the 62 districts had w ritten standards. In
combination, these studies suggest th at the use of standards may be
increasing among a t least some districts.
Goal Setting
Goal setting is a process, wherein, teachers establish goals for
their own professional growth and performance improvement, design
14
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strategies to achieve their goals, and identify criteria and m ethods for
assessing their progress on the goals (Acheson, & Gall, 1993; Brandt,
1996; Brandt, 1987; George, 1982). Goal setting moves teacher
professional growth and performance improvement in the direction of the
district's desired ends when teacher goals are aligned w ith the district’s
mission, vision, and goals and based upon the district's teacher
performance standards (Brandt, 1992). McGreal (1982) identified goal
setting as essential to an effectively functioning teacher supervision
system and emphasizes its im portance in establishing between the
supervisor and the teacher, a m utually agreed upon focus for the
supervision process. Patrick and Dawson (1985) also identified teacher
goal setting as a factor contributing to the success of the five supervision
systems they studied.
The Three Part Cvcle
The three p art cycle of pre-observation conference, classroom
observation, and post observation conference is the process through
which data about the teacher’s classroom performance is collected and
used to assess and inform the teacher’s professional growth and
improvement efforts (Acheson, & Gall, 1992; Sergiovanni, 1982). The
three parts of the cycle work in concert to achieve the desired ends of
teacher growth and improvement. Both the supervisor and the teacher
are active participants in this process with the supervisor assum ing the
role of “coach’ in the first and th ird parts of the process and the role of
“observer" in the second part (Acheson, & Gall, 1992). R esearchers have
identified the presence of this three part cycle in successful teacher
15
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supervision system s (Florida Coalition for the Development of a
Performance M easurement System, 1983; Patrick, & Dawson, 1985;
McGreal, 1982; Wise, Darling-Hammond, McLaughlin, & Bernstein,
1984).
Pre-observation conference. The supervisor and teacher use the
pre-observation conference to plan for the observation (Acheson, & Gall,
1991; Thorson, Miller, & Bellon, 1987). The effectiveness of the planning
is enhanced when the supervisor and teacher use the conference time to
identify a particular aspect of the teacher's performance as the focus for
the observation and to determine w hat observation m ethods the
supervisor will use to collect data about the teacher’s performance
(Acheson, & Gall, 1992). Theorists and researchers have identified a
num ber of observation methods which can yield useful data. Acheson
and Gall (1992) divide the methods into wide-lens techniques, charting
techniques, selective verbatim techniques, and checklist techniques.
Wide-lens techniques are broad observation m ethods which include
recording anecdotal notes during the observation or making audiotapes
or videotapes of the lesson. Charting techniques involve the use of
seating charts and are used to record the incidence, frequency, a n d /o r
patterns of specific behaviors including student on-task behaviors, verbal
flow between the teacher and students, movement patterns of the teacher
an d /o r the students. Selective verbatim techniques are used to record
the nature, incidence, and patterns of teacher’s verbal behaviors
including teacher questioning of students, teacher feedback to students,
and teacher structuring statem ents for classroom management.
16
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Checklists are used to record the occurrence a n d /o r incidence of
particular teaching strategies and can include Likert scales which add a
rating component, McGreal, Broderick, and Jones (1984) recommend
collecting and analyzing teaching artifacts as another m ethod. They
propose th a t such artifacts as teaching texts, teacher-m ade instructional
m aterials, lesson and unit plans, student assignm ents, student work
samples, quizzes, tests, and other concrete evidence of the teaching and
learning process be collected and analyzed for the quality of their
content, design, and presentation.
Classroom observation. During th e classroom observation, the
supervisor uses the agreed upon observation m ethods to collect d ata
about the teacher’s performance (Acheson, & Gall, 1992; Brandt, 1987;
Thorson e t al., 1987). Theorists and practitioners also recommend the
collection and use of m ultiple forms of d ata as m eans for assuring a
more accurate portrayal of the teacher's perform ance (Acheson, & Gall,
1992; Brandt, 1987; Thorson et al., 1987). Through his study of
supervision system s which effectively improved instructions, McGreal
(1982) h as identified three m eans of d ata collection as practical and
useful: classroom observation, student evaluation, an d artifact
collection. Conclusions reached by Patrick and Dawson (1985) further
support McGreal’s findings and recommendations.
Post observation conference. Soon after the observation, the
supervisor and teacher m eet in a post observation conference to analyze
and interpret the data, to identify performance strengths and areas for
improvement, to discuss and develop improvement goals and strategies
17

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

(Acheson, & Gall, 1992; Thorson, et al., 1987). Analyzing the d ata is a
process of organizing the d ata in order to describe the events, activities,
and interactions which occurred in the lesson and to prepare the d ata for
interpretation by revealing patterns or relationships in the data
(Acheson, & Gall, 1992; Garman, 1982; Sergiovanni, 1982). The process
of interpreting the d ata involves deriving and inferring m eaning from the
descriptions generated through the analysis and from the patterns and
relationships revealed during the analysis (Acheson, & Gall, 1992;
Eisner, 1982; Garman, 1982; Sergiovanni, 1982). The next step in the
conference involves the process of evaluating these interpretations
against the district performance standards and the teachers' own goals
to identify areas of strength an d areas for improvement (Acheson, & Gall,
1992; Garman, 1982; Sergiovanni, 1982). The fineil step in the
conference process consists of the development of improvement goals and
strategies for the teacher (Acheson, & Gall, 1992; Holdzkom, 1987). This
three-part process is most effective in effecting teacher improvement
when viewed as a cyclical process and repeated at least two or more times
during the school year (Acheson, & Gall, 1992; Garman, 1982;
Goldsberry, 1984). The results of this cyclical process, which some
identify as the normative evaluation process (Acheson, & Gall, 1992;
B randt, 1987; Conley, 1987; Holdzkom, 1987), become a portion of the
inform ation base used to evaluate the teacher’s total performance
(McGreal, 1982).
Total Performance Evaluation
The total performance evaluation, referred to by some as the
18

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

summative evaluation (Acheson, & Gall, 1992; Brandt, 1987; Conley,
1987; Holdzkom, 1987) involves the evaluation of the multiple domains
of the teachers performance in relation to the district’s performance
standards. As suggested by Danielson's (1994) framework, these domains
would include the teacher’s planning and preparation, classroom
environment, instruction, and professional responsibilities. In their
national stu d y of 32 school districts. Wise, et al., (1984) identified five
generally used categories of teacher competency: teaching procedures,
classroom management, knowledge of subject m atter, personal
characteristics, professional responsibility. Loup, Garland, Ellett, and
Rugutt (1996) likewise identified classroom m anagem ent and
professional responsibilities as categories for evaluation. The other
categories they identified included: instruction, learning environment,
lesson plans.
Theory and research favor the use of a variety of data and evidence
in completing this evaluation. They recommend th a t data include
teaching artifacts (McGreal, 1982; McGreal et al., 1984), student
performance d ata (Buttram, & Wilson, 1987), the information from the
cycles of classroom observations (Acheson, & Gall, 1982; Furtwengler,
1987; McGreal, 1982), and evidence of progress toward professional
growth and performance improvement goals (Brandt, 1987). They also
favor teacher input through the use of a portfolio compiled by the
teacher (Furtwengler, 1987; Wheeler, 1993; Wolf, 1996) or a teacher selfassessm ent (Tesch, Nyland, & Kemutt, 1987; Wise, 1984). They further
advocate the collection of feedback from others including formal parent
19
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an d /o r student feedback (Furtwengler, 1987; Harris, 1987) and
observations by or feedback of colleagues (Gitlin, & Price, 1992;
Grimmett, Rostad, & Ford, 1992; Jam es, Heller, & Ellis, 1992; Zimpher,
& Grossman, 1992). Tesch e t al. (1987) recommend th a t the total
performance evaluation be developed through the joint efforts of the
supervisor and the teacher. Together, the supervisor and teacher develop
an evaluation sum m ary which both feel accurately reflects the teacher’s
performance. Total performance evaluations m ay consist of rating
scales, a narrative, or both (Acheson, & Gall, 1982; Ellett, & Garland,
1986; George, 1987; Loup, Garland, Ellett, & Rugutt, 1996; Smith et al.,
1987).
Two related studies, offer a look a t the sources of information used
to formulate total performance evaluations. In 1987, E llett and G arland
found th at among the 100 largest school districts in the United States,
the m ost commonly used sources of data for teacher total performance
evaluation were direct system atic observation of teaching and informal
observations of teachers. Used to some extent were teacher selfevaluations and used to a slightly lesser extent were stu d en t
achievement data, peer ratings of teacher performance, paper and pencil
exams, and student ratings of teacher’s performance. In 1996, when
Loup, Garland, Ellett, and R ugutt replicated the Ellett and Garland
study, they found th a t direct system atic observation an d informal
observations were still the predom inant sources. They found increases in
the use of teacher self-evaluation, peer ratings, and stu d en t ratings, and
decreases in the use of paper and pencil examinations. They also found
20
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th a t teacher portfolio assessm ents were used in nearly a quarter of the
districts, a source of d ata not exam ined by Ellett an d Garland. In
another study, Wise, Darling-Hammond, McLaughlin, and Bernstein
produced somewhat simila r findings as a result of th eir exam ination of
the teacher supervision system s of 32 school districts. They found th at
all of the districts used system atic observation (including pre-observation
conference, observation, and post observation conference) as th eir
prim ary source of total perform ance evaluation inform ation. They
further found a high use of the districts used teacher self-evaluation and
a moderate use of peer review, and considered stu d en t achievement data.
In combination, the findings of these studies suggest th at am ong the
largest school districts, system atic and informal observations are the
prim ary sources of total perform ance evaluation d ata while various other
sources are used to a m oderate or lesser extent.
Differentiated Supervision
A supervision system m ust serve m ultiple functions including
facilitating the growth of teachers who m eet the district’s performance
standards, assisting the perform ance improvement of teachers having
difficulty m eeting the standards, an d expediting the non-renewal of
teachers who after having been given assistance, fail to m eet the
standards (Brandt, 1987; McGreal, 1982; Wise e t al., 1984). Supervision
system s which effectively serve these functions provide differentiated
supervision processes, for teachers who are considered com petent and for
teachers who are at-risk for non-renew al or are in line for non-renewal
(Brandt, 1987; G latthom , & Holler, 1987; Tesch e t al., 1987).
21
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Additionally, supervision is different for tenured teachers th an for those
who are non-tenured (McGreal, 1982). Such differentiation is generally
accom plished through the use of m ultiple tracks with different levels of
supervision intensity and detail. The track for tenured, com petent
teachers is considered to be the growth track and focuses more heavily
on goal setting and professional development. While the focus for nontenuied teachers is also growth oriented, there exists sim ultaneously the
need to use the supervision process to inform renew al/non renewal
decisions. In response to these dual concerns, supervision for nontenured teachers generally involves more frequent observations and more
intense interaction between the supervisor an d teacher. Ellett and
Garland (1987) reported differences in the num ber of observations
required for tenured and nontenured teachers. They noted th a t the most
common cited num ber of observations for tenured teachers was 1 to 2
observations, while for nontenured teachers it was 2 to 3 observations.
Loup, Garland, Ellett, and Rugutt (1996) found sim ilar results in the
districts they examined in their replication of th e study.
The track for teacher whose performance is determined to be less
than com petent, is a remedial track involving intense and specific focus
on improvement. As outlined by Acheson & Gall (1992), H arris &
Pillsbury (1987), Sweeney, & M anatt (1984); Tfesch, Nyland, & K em utt
(1987), a teacher in this track is placed on detailed improvement plan
often called an assistance plan. The assistance plan specifies the
improvement objectives, the strategies for reaching the objectives, the
criteria for successful fulfillment of the objectives, and the evidence
22
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which will be accepted as proof of successful attainm ent of the
objectives. Additionally, the assistance plan defines the responsibilities
of the teacher, the supervisor, and any other professional who may be a
p art of the assistance team . The teacher's responsibilities may include
required readings, training, course work, visitations to observe other
teachers, or other forms of professional development activities. The
supervisor's obligations m ay include providing reading m aterials and
release time for improvement activities, observing the teacher at
prescribed times and conferencing with the teacher at specifically
scheduled dates. The other members of the assistance team may include
a colleague of the teacher who serves as a coach or m entor, a curriculum
and instruction consultant, a representative of the teacher’s union who
m onitors the plan from a contractual perspective, a n d /o r the district
superintendent who also m onitors the plan. Through his examination of
three instances where plans of assistance were being used, Herman
(1993) concluded th a t plans of assistance were m ost effective in
producing teacher improvement when the teacher was motivated to
participate in the process, the principal and the teacher’s union worked
together on the team, and when improvement rather th an recrim ination
was the focus of the plan. In 1987, Ellett and Garland reported th at the
development of remediation plans was required in 85% of the 68 school
districts they studied. When Loup, Garland, Ellett, an d Rugutt
replicated this study in 1996, they found th a t rem ediation plans were
required by 91.2% of the 62 districts they studied.
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C ultural Dimension
The cultural dim ension of supervision is comprised of the beliefs,
values, and norms which guide the supervision practices an d shape the
experiences of the participants. Beliefs about the purposes of
supervision, the nature of teaching, and the nature of teacher learning
generate corresponding supervision practices and teacher-supervisor
relationships. What educators value also becomes reflected in these
practices and relationships. While formal supervision policies stipulate
procedures, they do not specify the actual behaviors of participants, m ost
particularly not the behaviors which comprise th e nature an d quality of
supervisor-teacher interactions. These interactions are m ost often
guided by behavioral norm s. The cultural dimension is influenced by
factors both within an d external to the educational arena. Most
recently, the cultural dimension is being influenced by the ideas of
organizational and educational change theorists and those of adult
development theorists and specialists. The nature and im pact of these
ideas will be explored in the ensuing segments on beliefs, values, and
norms.
Beliefs
Purposes of teacher supervision. In the past, the strongest force in
shaping beliefs about the purposes of teacher supervision w as public
dem and for accountability and quality assurance (Acheson, & Gall, 1982;
Bolin, & Panaritis, 1992; Karier, 1982 Darling-Hammond, & Sclan, 1992;
Wise et al., 1994). This force led to the conceptualization and use of
supervision as a m eans forjudging teacher performance in order to
24
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insure teacher competence and to m ake employment decisions
(promotion, retention, term ination) (Acheson, & Gall, 1982; Bolin, &
Panaritis, 1992; Karier, 1982; Darling-Hammond, & Sclan, 1992). More
recently, other needs and perspectives have begun to influence beliefs
about the purposes for supervision an d are beginning to change
conceptions and uses of teacher supervision. A growing awareness of the
need to restructure and continuously improve schools, coupled with the
work of change theorists including Covey (1989), Fullan (1993), Senge
(1990), Schlechty (1997, and Sergiovanni (1992) has led to the
development of the view th a t a purpose of teacher supervision is the
facilitation of school im provem ent efforts (Dreyfuss, Cistone, and Divita,
1992; King, & Ericson, 1992) an d provided new conceptions of how to
help teachers improve their classroom perform ance by facilitating and
encouraging self-examination of th eir thinking and decisions. An
improved understanding of teaching an d stud en t learning and the
recognition of the need for teachers to improve continuously is leading to
the conceptualization of teacher supervision as a process for improving
classroom instruction (Alfonso, & Goldsberry, 1982; Harris, 1987;
Holdzkom, 1987; Manatt, 1987, Thorson et al., 1987) and improving
stu d en t learning (Manatt, 1987) and a growing em phasis on these ends.
An expanding body of knowledge an d theory regarding adult development
and ad u lt learning is leading to the em ergence of the view that teacher
supervision is a process for assisting teacher professional development
(Acheson, & Gall, 1982; B uttram , & W ilson, 1987) and for fostering and
facilitating teacher cognitive developm ent (Costa, & Garmston, 1985 &
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1994; Garmston, Linder, & W hitaker, 1993) and attem pts to develop
systems which will serve these ends.
Organizational change theorists identify the interrelated and
interdependent nature of the processes of individual and organizational
growth and improvement (Covey, Fullan, Schlechty, Senge, McLaughlin,
& Pfeifer, 1986) Individual and organizational growth and improvement
are interwoven cycles which continuously advance the individual and the
organization toward a shared vision. Senge identifies the tension
created by the disparity between the individual’s and the organization’s
present reality and the desired vision as the m otivating force for change.
As schools are engaging in restructuring and improvement efforts,
adm inistrators are recognizing th at teachers are an im portant source of
knowledge, skill, and energy for th eir change efforts (Alfonso, &
Goldsberry, 1982; Dreyfuss, Cistone, and Divita, 1992; Fullan, 1993;
Schlechty, 1997). By facilitating the development of a shared vision and
goals and encouraging the alignm ent of teacher’s professional growth
and improvement goals with the shared vision and goals, school
adm inistrators are able to mobilize the collective efforts and abilities of
the teachers in the direction of the school's desired ends (Dreyfuss,
Cistone, and Divita, 1992; McLaughlin, & Pfeifer, 1986).
More recently, educators have begun to identify supervision as a
means for guiding teacher professional development a t both the
individual and the organizational level. At the individual level, the
supervision process helps to focus th e individual’s professional
development efforts on the pursuit of the individual’s growth goals or
26
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upon the remediation of identified deficiencies. Information about
teacher growth goals and improvement needs derived through the
supervision process is used to guide the planning and provision of
professional development opportunities within the organization (Brandt,
1987; Buttram , & Wilson, 1987). Through his involvement in the study
of four school districts recognized as having effective teacher supervision
systems, Pfeifer (1986) came to see supervision and professional
development as inter-related, m utually enhancing processes. In his view,
supervision was and can be used to facilitate the selection and planning
of appropriate professional development activities while professional
development activities were and can be used to enhance the participation
of teachers and supervisors in the supervision process. In the former
sense, information from the supervision process was and can be used to
assist in the identification of areas or targets for professional
development. These professional development needs were and can be
assessed and prioritized in light of district resources of time and money.
In the latter sense, professional development activities were and can be
used to foster a clearer understanding of the supervision process among
teachers and supervisors, to enhance the capacity of teachers and
supervisors to maximize the benefits of the supervision process, and to
create a climate conducive to effective collaborative supervision.
As more is being discovered about how students learn and as new
and improved instructional m ethods are being developed to address
student learning needs, theorists and educators are recognizing the need
for teachers continuously to expand and to upgrade their classroom
27
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instructional skills and knowledge (Darling-Hammond, & Falk, 1997).
They believe teacher supervision can and should facilitate and support
th is form of teacher improvement by assisting teachers in the
im plem entation of new and innovative instructional practices in th eir
classroom s (Alfonso, & Goldsbeny, 1982) and in the refinem ent and
enhancem ent of their teaching skills and knowledge (Acheson, & Gall,
1992).
Instructional improvement is about changing how teachers w ork
w ith students in the classroom. Covey (1989), Fullan (1993), Senge
(1990), Schlechty (1997), and Sergiovanni (1992) em phasize the notion
th a t true and meaningful changes in individual or organizational
behavior are necessarily preceded by changes in thinking. They posit
th a t individuals hold within sets of assum ptions, beliefs, values,
generalizations, and images which together form paradigms (Covey,
1989), m indsets (Fullan, 1993), m ental m odels (Senge, 1990), or
m indscapes (Sergiovanni, 1992) which act as a maps or guiding strategies
for approaching the world. Individuals’ m ental models are generally
deeply ingrained and often, the individuals are not consciously aware of
them or the power and nature of their influence on th eir perceptions,
understandings, interpretations, and actions. Mental models are formed
through learning derived from previous experiences and their accuracy
an d adequacy are dependent to a large extent upon the nature and the
quality of these experiences and this learning. As individuals cannot
experience and learn everything a t the beginning, or even at any given
point in time, their m ental models are necessarily unique, incomplete
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and sometimes inaccurate. Improving m ental models is accomplished by
bringing th e m ental models to a conscious level, critically examining
them to discover th eir incompleteness and inaccuracies, and m aking the
necessary m odifications in them (Covey, 1989, 1991; Fullan, 1993;
Senge, 1990). In education, it is the teachers’ m ental models which
shape and color th eir understandings and actions. For teacher
supervision to lead to m eaningful and true changes in a teachers'
instructional behaviors, the process m ust necessarily lead first to
changes in th e teachers’ m ental models.
In its m ost rudim entary form, clinical supervision is a process
intended to stim ulate and facilitate changes in teachers’ classroom
behaviors (Acheson, & Gall, 1992; Garman, 1982). The clinical
supervision process includes the three-part observation cycle discussed
earlier in th is literature review. The focus of the process is on the
collection, analysis, and interpretation of teacher an d /o r student
performance data, the observable behaviors of the teacher an d /o r the
students. Through the analysis and interpretation of the data, the
teachers, assisted and supported by the supervisor, identify performance
areas in need of change or improvement and develops goals and
strategies for accomplishing the necessary changes or enhancem ents.
Costa’s and Garm ston’s view of supervision is congruent with the
change theories of Covey (1989), Fullan (1993), Senge (1990), Schlechty
(1997), and Sergiovanni (1992). Costa and Garm ston (1985) believe th a t
behavioral changes as induced or facilitated by clinical supervision are
only part o f w hat supervision should accomplish and criticize the clinical
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supervision model as insufficient and inadequate. They believe th at
supervision should facilitate teachers’ exploration of the thinking which
shapes and guides th eir practices (Costa, & Garmston, 1994; G annston,
Linder, & Whitaker, 1993) and should assist teachers in m aking better
decisions about instructional m ethods and approaches (Costa, &
Garmston, 1985). They have developed the cognitive coaching model of
teacher supervision, a model which like clinical supervision includes
repeated cycles of pre-observation conference, observation, and post
observation conference but which focuses on enhancing teacher
effectiveness through the development of the teachers’ capacity for
reflecting on teaching. Costa and Garmston recognize the existence of
m ental m aps which they call cognitive maps (1994, p. 86) and view
cognitive coaching as means for engaging teachers in dialogues which
help them to become consciously aware of and able to change their
cognitive maps. Through interactions with their supervisors, teachers
examine the assum ptions, rationale, and thinking behind their
instructional decisions and actions, make changes in their thinking, and
make corollary changes in their teaching behaviors. Two teachers with
whom Gannston had used cognitive coaching reported th at as a result of
the experiences and understandings they had gained through the
cognitive coaching process, they had made changes in their teaching
styles, expanded th eir teaching repertoire, become more effective in
planning lessons, achieved greater student accountability, and arrived a t
a greater consciousness of teacher behaviors and options (Garmston,
Linder, & Whitaker, 1993, p. 59).
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The findings of a study by Nolan, Hawkes, and Francis (1993)
suggest th a t under particular conditions, clinical supervision can achieve
the sam e ends advocated by C osta and Garm ston. Nolan, Hawkes, and
Francis conducted an analysis of six case studies of clinical supervision.
Each case study examined the interaction between a supervisor and a
teacher and the outcomes of the clinical supervision process. Through
their analysis, Nolan, Hawkes, and Francis found th at clinical
supervision, when characterized by collegial relationships, teacher
control of products, continuity over time, focused data for reflection, and
reflection by both partners, led to changes in teachers’ thinking about
instruction and students which in turn, resulted in changes in teacher
behavior. The findings ofThorlacius (1984) an d Jerich (1990) suggest
th at the effectiveness of clinical supervision in achieving these ends is
enhanced when supervisors are provided with training in the necessary
processes and techniques of clinical supervision.
Covey (1989, 1990) and Senge (1990) identify as the source of
motivation for change, the tension which occurs when individuals
become aware of the gap between their vision (image of how they would
like things to be) and reality (the actual conditions and events of the
present). In an effort to reduce the tension, the individual establishes
goals and takes actions designed to bring the reality closer to the vision.
Teachers visions include images of the teachers they want to be, the
im pact they wish to have on their students, and the actions and
responses they hope to engender in their students. The disparity the
teachers see between their vision and the reality of their present
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performance, their present im pact on students, and the actual actions
and responses they engender in students becomes the motivating force
for the teachers to change their beliefs and instructional behaviors. This
present reality is visible through the observation d ata collected by the
supervisor, teacher artifacts (lesson plans, m aterials, etc.) and stud ent
performance data (work sam ples, exam results, etc.) and is made
available to the teacher for analysis and interpretation through the
observation process. The supervisor’s role is to facilitate the teachers’
analysis and interpretation through questions posed in the post
conference dialogue with the teachers. In their analysis of the six case
studies of clinical supervision, Nolan, Hawkes, and Francis found th a t
teachers’ reflections on their teaching focused on three particular areas:
the m atch between their desired practices and their actual practices as
revealed through the data, the m atch between their thinking about
students and the actual stu d en t behaviors reflected in the data, and the
m atch between their desired im pact and the im pact the d ata suggested
they had actually had on the students. “ The cognitive dissonance th at
arose when teachers did not see a m atch between their thinking and
actual events seemed to be the m ost powerful im petus to teacher
reflection and change" (1993, p. 56).
As teaching is a task intended to promote learning in students,
educators and theorists believe teacher supervision should ultim ately
result in improved learning for students (Anderson, 1982). In light of the
m any intervening variables which affect student learning, researchers
have found it difficult to prove a direct causal relationship between
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teacher supervision and stu d en t learning performance. Despite this lack
o f proof, an assum ption im plicit in supervision is the notion th at
supervisor behavior, im pacts teacher behavior, which in tu rn im pacts
stu d en t behavior. In 1989, Pajak and Glickman cited a correlational
relationship between supervisory support and student achievement. They
investigated three school districts in which student achievement, as
m easured by a state criterion-referenced test adm inistered to fourth and
eighth graders, had risen steadily over a three-year period. In their effort
to identify the factors which contributed to these achievem ent gains,
they interviewed superintendents, central office personnel, principals,
lead teachers, and teachers within each of the districts. In analyzing the
interviews, they found th a t in two of the districts, none of the
interviewees cited formal teacher evaluation as a contributor to the
improvement in student achievement. W hat they also found, however
w as th at those interviewed shared the perception th a t continuous
instructional dialogue, a strong foundation of supervisory support, and
varied sources of instructional leadership were am ong the significant
factors which had facilitated the improvement. These three factors in
com bination led to an increase in teacher-teacher and teacher-supervisor
dialogue about instructional improvement, to increases in the presence
of supervisors in the classroom, and to an increase in the level of
instruction leadership provided through assistant principals for
instruction, lead teachers and departm ent or grade-level heads. In effect,
those interviewed identified com ponents and characteristics of the
supervision dimension of supervision as instrum ental to improving
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teacher performance, district curriculum , and ultimately student
achievement.
Currently, theorists and researchers are identifying and describing
another purpose for teacher supervision—the facilitation and
enhancem ent of teacher cognitive development (add sources). The focus
on this new purpose is emerging out of synthesis of new perceptions of
the nature of teaching and the application of theories of adult
development to the development of teachers. The particulars of this new
purpose will be detailed in the ensuing discussion of the nature of
teaching and the nature of teacher learning.
EUett's and G arland’s (1987) study of teacher supervision in the
100 largest school districts in the United States and Loup’s, G arland’s,
Ellett’s, and G arland’s 1996 replication of this study offer some
information regarding the stated purposes and uses of contemporary
teacher supervision. In the former study, Ellett and Garland found th a t
among eight possible purposes for teacher supervision, professional
development for teachers was rated the highest, followed by
accountability, then by personnel decisions, and lastly by instructional
leadership for adm inistrators. In the latter study, Loup, Garland, Ellett,
and G arland examined ten possible uses and found th at both
professional development for teachers and accountability had increased
in im portance and shared equal ratings, while personnel decisions h ad
stayed about the same and instructional leadership for adm inistrators
had declined in im portance. Examination of the actual reported uses of
teacher supervision highlights the focus of teacher supervision within
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these areas. Ellett and Garland (1987) found th a t the development of
remediation plans for teachers identified with deficiencies and teacher
dism issal were the m ost frequently cited uses of teacher supervision.
Among more moderate uses were renewal of teachers contracts and
tenure decisions. Loup, Garland, Ellett, and R ugutt (1996) produced
sim ilar findings with respect to the development of rem ediation plans
and teacher dism issal. In conducting their study, Loup, Garland, Ellett,
and Rugutt added two uses not examined by Ellett and G arland
(evaluation of instruction and teacher growth and professional
development) and found th at these uses each were cited with high
frequency. Loup, Garland, Ellett, and Rugutt found increases in the use
of supervision for renewal of teacher contract decisions and tenure
decisions.
The nature of teaching. In the past, two different paradigm s of
thought have defined the nature of teaching: the first, viewed teaching as
a science and the second, viewed it as an art. W ithin the scientific
paradigm, teaching was believed to be an act m ade of discrete,
predictable, observable, standardizable skills an d teacher supervision was
perceived as a process of assessing the skills of teachers and helping
them to acquiring and m aster specific skills (McNeil, 1982). In contrast,
within the artistic paradigm, teaching was believed to be a highly
differentiated and uniquely different process for each teacher and teacher
supervisions was viewed as an individualized process of enhancing the
teacher’s unique talents (Eisner, 1982). Efforts to synthesize the two
former paradigms resulted in a paradigm in which elem ents of the
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objective character of the scientific paradigm and the subjective qualities
of the artistic paradigm were combined to form a two-dim ensional view of
teaching (Sergiovanni, 1982). This paradigm envisions teacher
supervision as a function which includes gathering, analyzing, and
interpreting both objective and subjective data. More recently, th e
growing body of knowledge about teaching and learning is lending its
influence to the expansion of this two-dimension paradigm into one
which is m ulti-dim ensional.
While not denying either the scientific or artistic aspects of
teaching, this m ulti-dim ensional paradigm presents teaching as a
sophisticated function requiring the ability to make judgm ents and
decisions on highly complex m atters (Nolan, & Francis, 1992). It notes
th a t within the classroom, teachers are required to m ake num erous
judgm ents on complex m atters in order to successfully m atch
instructional techniques to varied levels of student development, diverse
sets of prior knowledge, and a plurality of learning needs, in order to
satisfy school requirem ents and parent concerns, and to balance or
reconcile conflicting m oral and ethical dem ands (Danielson, 1996;
National Board for Professional Teaching Standards, 1994). It further
observes th a t within the larger school community, teachers are regularly
called upon to m ake judgm ents on complex problems involving
colleagues, parents, students, policies, procedures, m oral and ethical
issues, external and internal events and forces, and num erous other
variables and forces (Senge, 1990). Senge labels these kinds of complex
problems “divergent problems" (1990, p. 283) and describes them as
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problems for which there are multiple, sometimes conflicting solutions;
problems which defy logical solutions; problems which create tension
and anxiety; and problem s which require a tolerance for ambiguity and
lack of certainty, h i the context of this paradigm, teacher supervision is
believed to involve the development and enhancem ent of teachers’
cognitive development and capabilities for m aking judgm ents (Costa, &
Garmston, 1985 & 1994; Garmston, Linder, & W hitaker, 1993).
The nature of teacher learning. The new paradigm of teaching and
corresponding perception of teacher supervision as a process of
enhancing teacher’s intellectual development has led to an interest in
the study of teacher learning. Theorists and researchers are generating
new knowledge and understandings with respect to how teachers learn,
how they develop, how their development affects their learning and
performance, and how their learning and development can be facilitated.
The origins of this knowledge reside in a variety of theories of adult
development and th e applicability and utility of this knowledge for
teacher supervision is being dem onstrated through the work of
researchers.
Theories of ad u lt development can generally categorized as either
stage theories or phase theories (Levine, 1995). Stage theories represent
individual development as progressing through a sequentially ordered
progression of stages with movement through these stages occurring
independently of th e individual’s chronological age. Phase theories, in
contrast, depict development sis progressing through age-related phases.
Stage and phase theories play complimentary roles in describing adult
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Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

development. While stage theories focus on the cognitive models (mental
models) adults construct and use to understand themselves and their
world, phase theories highlight the m ajor life tasks, conflicts,
preoccupations, and transitions which shape adult behaviors a t various
points in the adult life cycle (Levine, 1995).
Examples of stage theories include the adult development theories
of King and Kitchener (1994), H unt (Hunt, Butler, Noy, & Rosser, 1978),
and Kegan (1994). Kings and Kitchener’s, H unt's and Kegan's theories
provide frameworks for understanding and assessing cognitive
development. Kitchener's, H unts’ and Kegan’s theories define and
describe the development of an individuals concepts of knowledge,
learning processes, problem-solving approaches, and tolerance for
ambiguity. As illustrated by these theories, individuals’ concepts of
knowledge progress from a view of knowledge as concrete, certain, and
discoverable to a view of knowledge as abstract, uncertain, and
constructed. In the beginning stages of knowledge development,
individuals discover knowledge through th eir senses, in the final stages
the individuals construct knowledge through dialogue with others and
through reflection. Individuals a t the earliest stages of knowledge
development attem pt to solve divergent problems by looking for the right
answ er while individuals a t the very latest stage of development create
synergistic and transform ative solutions through dialogue and reflection.
In the initial stages of development, individuals have little to no
tolerance for ambiguity or uncertainty, while in the final stages, they
have a high degree of tolerance for ambiguity and uncertainty.
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H unt (Hunt et al., 1978) and Kegan (1994) include perspectives on
how cognitive development shapes th e individuals’ interpersonal
behaviors. They posit th at as individuals m ature cognitively, they
progress through three m ajor stages of interacting with others -dependence, independence, and interdependence and that their processes
for resolving differences of opinion evolve from insisting on one-side
solutions, through the ability to compromise, to the capacity to
participate in creating synergistic o r transform ation solutions. Initially,
individuals actions are dependent upon their own inner needs and then
dependent upon social conventions and expectations; individuals are
able to resolve differences only by proving or conceding th eir opinion. At
the middle stage, individuals are able to act independently of both their
inner needs and social conventions and expectations and are able to
resolve differences through compromise. At the final stage, individuals
act interdependently with others, are able to engage in dialogue and
reflection, and are able to resolve differences through the creation of
synergistic solutions (newly created solutions) or transformative
solutions (solutions which involve changes in themselves).
Kegan (1994) also describes how cognitive development shapes and
individuals' intrapersonal development. He theorizes th at as individuals
m ature cognitively, they evolve from individuals who are motivated by
and subject to their internal, biological im pulses to individuals with the
capacity to stand apart from them selves to th e extent th at they can
engage in critical reflection and m ake changes in their own m ental
models and behaviors.
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hi combination, these theorists (Hunt e t al., 1978; Kegan, 1994;
King, & Kitchener, 1994;) portray adult learning as an active process in
which the individuals construct m eaning from their experiences. The
process involves alternating periods of action (inquiry and participation)
and self-reflection. Inquiry involves examining new ideas through such
m eans as research, reading, and dialogue. Participation is the act of
trying new behaviors based upon the ideas gained through inquiry. Selfreflection is a process of introspection, of assessing the experience gained
through participation and deriving m eaning and learning from the
experience. Learning is stored in m ental models and individuals learn by
assim ilating inform ation which is compatible w ith their m ental models
and by changing th eir m ental m odel to accommodate information which
differs from their original m ental model. Additionally, these theorist
m aintain th a t individuals’ capacities to engage in the process of inquiry,
participation, and reflection and th e meaning individuals construct
through the process are determined by the individuals’ level of cognitive
development. Individuals at the lower end of the development
continuum , for example, would likely seek to find the “right’’ answers,
experience anxiety in trying new strategies, an d have difficulty critically
examining themselves. In contrast, individuals a t the higher end of the
continuum would be more likely to create answ ers through dialogue with
others, find enjoym ent and challenge in trying new strategies, and be
able to engage in critical self-reflection.
King and Kitchener (1994) an d Kegan (1994) suggest th at adult
cognitive development can be fostered and facilitated through the
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provision of appropriate challenges and supports. They define
appropriate challenges as those which place new and higher dem ands
upon individuals a n d /o r which cause individuals to examine and
transform themselves and appropriate supports as those which provide
the elem ents which are necessary to sustain individuals’ growth. King
and Kitchener caution th a t the level of challenge provided m u st be
carefully selected and determ ined on the basis of the individuals’ existing
level of development. Challenges which are inappropriately m atched to
individuals’ developmental needs will generally not result in growth.
Kegan (1994) illustrates through num erous anecdotal examples the
negative consequences of challenges which are too extreme. In his
examples, individuals who experience dem ands which are too far above
their present developmental capabilities respond to these dem ands with
all variety of em otional and behavioral responses including anger, hurt,
depression, confusion, fear, frustration, resistance, avoidance, or
withdrawal. Appropriate supports may include physical, emotional, or
intellectual assistance; the provision of time; the investm ent of financial
resources, or necessaiy services or m aterials. King and Kitchener also
make the point th a t individuals’ perceptions of w hat constitutes
challenge and w hat constitutes support vary from one developmental
level to another (1994, p. 245).
Representative of phase theories are the developmental theories of
Erikson, Levinson, an d Gould (Levine, 1995). These theorists portray
development as a sequential, lifelong, process stim ulated by certain
major life tasks, conflicts, preoccupations, assum ptions, or transition
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periods an d involving the interaction of individuals with th eir
environment. They describe age-related, distinguishable periods of
development from young adulthood (roughly age 20 to 40), middle
adulthood (40 to 60), and late adulthood (age 60 and beyond). At each
developmental phase, individuals are confronted with different dem ands
and issues, new conditions and contexts, and new perspectives on
m atters of life. In young adulthood, individuals are separating from their
families, pursuing careers, establishing families of their own the, and
experiencing conflicts between intim acy and isolation. In middle
adulthood, individuals are concerned with balancing career and family
and the needs of others with the needs of self. They experience conflict
between their desire for generativity and their self-absorption. In late
adulthood, individuals strive to integrate past experience w ith the
present realities and develop wisdom through the resolution of the
conflict between integrity and despair and disgust. How individuals
resolve these dem ands and issues, respond to the new conditions and
contexts, and interpret the new perspectives, shape individuals’ views of
themselves and their interactions and relationships with others.
Levine (1995), suggests th a t stage theories and phase theories offer
new ways for viewing and understanding adult learning, abilities and
behaviors and have significance for those who are involved in fostering
the professional growth of teachers. She stresses that am ong the m ost
valuable contributions of these theories is notion th at the onset of
adulthood does not m ark the end of development, th at instead,
development continues throughout adulthood even until death.
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In

applying stage theories to teachers, Levine, explains th a t the teachers
stages of cognitive development affect their ability to conduct inquiry and
to derive m eaning from experience and influence the kind of m eaning
teachers derive. It also influences how teachers are able to interact with
students, colleagues, and supervisors and their ability to engage in
productive, critical, self-reflection. Further, Levine supports the notion
th at fostering teachers’ development is a responsibility of the school and
offers the belief th a t teachers and adm inistrators should be made aware
of and become knowledgeable about adult development theories. Using a
case study of a principal involved in dism issing a veteran teacher, Levine
dem onstrates the im portant role developmental theories can play in this
highly stressful process. Through another case study, she offers
evidence o f the utility of adult development theory as a catalyst and
support for improvements in staff morale, curriculum development, and
student learning.
Levine argues, th a t to be m ost effective, efforts to challenge and
support teachers’ professional growth m ust be compatible with teachers’
stages of development and take into account the the context of teachers’
life phase. She notes th a t challenges and supports for teachers’
development can take m any forms and identifies workshops, sem inars,
courses, an d professional literature as some of the m ost traditional
forms. She identifies a variety of other forms including: independent
learning w hich enable a teacher or teachers to engage in self-designed
projects, release time and sabbaticals which provide a teacher or teachers
with time to interact with others and to pursue new learning, peer43
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assisted partnerships which provide a teacher with the on-going
assistance and support of another teacher, m entor program s which pair
a teacher with a more experienced teacher who can serve as a guide, and
coaching which provides a teacher with a qualified professional who
observes the teacher in the classroom and coaches h is /h e r performance
(p. 259-263). Levine also identifies as forms of challenge and support
team teaching which may involve pairs or m ulti-person team s of teachers
who share a common group of students and who teach together
throughout a year or over m ultiple years (p. 19) and support groups
which are comprised of teachers who have common needs or goals and
who come together regularly to share experiences, ideas, and support for
one another (p. 266). Levine also identifies role-taking as a form of
challenge and support. She defines role-taking as “th e experience of
assum ing real tasks and responsibilities for a role som ew hat more
dem anding and complex than the job a person has already performed’' (p.
265). Reiman and Thies-Sprinthall(1993) and Sprinthall, Reiman, and
Thies-Sprintall (1993) experienced success in fostering teacher
conceptual growth through the role-taking experiences of m entoring and
supervising teachers.
Oja and Smulyan (1989) illustrate th e utility of collaborative
action research as a form of challenge and support. Collaborative action
research is a process in which a group of teachers a n d /o r adm inistrators
work with a university faculty member or m embers on a project which is
intended to create individual and organizational improvements, to
provide professional development, and to contribute to the body of
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educational research knowledge. Collaborative action research is
characterized by a collaboration between participants and a focus on
problems in educational practice as identified by practitioners.
These various forms of challenges and supports (and there are
others) have in common the elements which are necessary for advancing
teacher development*-participation, inquiry, and reflection. Each
requires and encourages teachers to express themselves through thought
and action and to receive feedback or responses to their expression, to
actively seek o ut and develop an understanding of the ideas of others,
and to reflect upon their own expressions and understandings. Through
these processes the teachers are able to create the self-transform ations
which move them forward in their development.
When supervision is viewed as encompassing the purposes of
prom oting adult development and fostering professional development,
theories of adult development clearly have application to supervision
practices. Levine's illustrates this point as she links theories of adult
development to an expanded view of supervision. The application of
adult development theory to teacher supervision can be found in the
work of Carl Glickman. Glickman (Glickman, & Gordon, 1987)
advocates a development model for supervision in which supervisor
efforts to assist teacher improvement are m atched to the conceptual
levels of teachers. He bases his model on three propositions: first, th at
teachers levels of development vary in response to th eir personal
backgrounds and experiences; second, th a t different levels of
development require different forms of supervision; and third, th a t
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prom oting teacher conceptual development should be a goal of
supervision. He describes the supervisor’s job as diagnosing the
teacher's developmental level, m a tch in g supervision to the identified
level, and accelerating the growth of the teacher’s conceptual
development and offers examples of supervisory strategies to be used.
Application of developmental theory to teacher supervision can
also be seen in th e work of Zimpher and Howey (1987). Zimpher and
Howey identify four types of teacher com petence-technical, clinical,
personal, and critical—each possessing a continuum of levels of
complexity. As does Glickman, Zimpher and Howey recognize th at
teachers’ function a t different levels of complexity and believe th at
assisting teacher movement toward greater levels of complexity is a goal
of supervision. Likewise, they also advocate m atching supervision
strategies to teacher competence levels an d provide suggestions for
strategies to be used.
Oja and Sm ulyan (1989) describe the influence of adult
development on th e learning achieved by teachers involved in a
collaborative action research project. Collaborative action research is a
process involving inquiry, participation, and self-reflection designed to
foster teacher growth, instructional and organizational improvement, as
well as, to inform research. Oja and Sm ulyan dem onstrate th at the
n ature and level of learning achieved by each teacher varied in relation to
the teachers’s stages and phases of development.
Robert Evans (1989) draws upon the developmental phase theory of
Levinson and the work of Levine, to identify the developmental
46

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

characteristics and corresponding developmental needs of midcareer
teachers. Evans identifies m idcareer as a critical juncture for teachers’
and m aintains th a t supervision practices do little to motivate veteran
teachers to improve their performance. He recommends th a t midcareer
teachers be given opportunities to experience more variety and new
challenges in their careers through such options as job sharing,
leadership roles, voluntary transfers, and the like, believing th at these
options better m eet the needs of the teachers and provide more
stim ulation for teacher growth.
The new understandings em anating from developmental theories
and those who are applying the theories to teacher supervision suggest
th a t teacher learning is an active, individualized, idiosyncratic process
influenced by the teacher's levels and stages of development and
occurring through the processes of inquiry, participation, and reflection.
Correspondingly, they are giving rise to the belief th at teacher
supervision should be a developmentally-based, individualized process of
guiding and assisting teacher inquiry, participation, and reflection and a
process in which teachers are active participants, not passive recipients.
These new understandings and beliefs are operationalized through the
work of Costa and Garmston (1994), Schon (1988), Canning (1991),
Reiman and Thies-Sprintall (1993), Sprinthall, Reiman, and ThiesSprinthall (1993), and Sparks-Langer and Colton (1991 who have focused
their attention on the inquiry, participation, reflection process and m ost
particularly, on the reflection component.
Costa and Garm ston (1994) and Schon (1988) believe th at teachers
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develop and improve through continually reflecting upon th eir teaching
experiences and envision teacher supervision as a process in w hich the
supervisor (acting as a coach) stim ulates and encourages the teachers'
reflections. The coaches job is to help teachers m ake sense of w hat they
are seeing, to assist teachers in exam ining th eir own ways of thinking
and m aking decisions, and to enable teachers to apply the
understandings gained. Costa an d Garm ston refer to the p o st conference
portion of the observation cycle as the “reflecting conference” (1994, p.
2). They describe the purpose an d function of this reflecting conference
as assisting the teacher through questioning and dialogue in reflecting
upon the differences between th e lesson envisioned and the lesson
performed and in projecting how future lessons m ight be taught.
Through this process, the teacher builds a teaching repertoire (Schon,
1988).
Using a collaborative action research model, Christine Canning
(1991) examined w hat teachers h ad to say about the effects or outcomes
of reflection. She discovered th a t reflection helped teachers to develop
voices of their own, internalize th e reflection questions, and create
changes in themselves. In developing their own voices, teachers
integrated learning w ith experience to create their own profession
positions and in internalizing th e reflection questions, teachers learned
to ask themselves the questions norm ally posed by their supervisors.
The teachers reported th a t reflection gave them insights into themselves
and in consequence, enabled them to m ake changes in themselves.
Through their work with m entors and supervising teachers,
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Reiman and Thies-SprintaU (1993) an d Sprinthall, Reiman, and ThiesSprinthall (1993) examined the effectiveness of pairing role-taking and
reflection in fostering the conceptual growth in teachers. Using journal
writing as the reflective medium, they identified stages of reflective
expression and supervisor responses which supported and facilitated
teacher conceptual growth and found evidence to suggest th at when used
in concert, role-taking and reflection facilitated conceptual growth.
In (1991) Sparks-Langer and Colton published a synthesis of
research on teacher reflective thinking. Through this synthesis, they
highlighted three key components or dim ensions of teacher reflectioncognitive reflection, critical reflection, and teachers’ narratives. They
present cognitive reflection as the process by which teachers construct
m eaning through reflection on their experiences and explain th a t
teachers organize learning into cognitive structures called schem ata and
continuously expand and revise these structures through the processes
of assim ilation and accommodation. They report th a t researchers have
found th at expert teachers have developed more complex and advanced
schem ata th an novice teachers. They state th a t in the process of critical
reflection, teachers examine the m oral and ethical dimensions of their
decisions and when m aking decisions, take into consideration the
desired social outcomes of education. They identify teacher narratives as
a m eans for helping teachers’ to m ake explicit and visible their own
interpretations of experiences and of the context in which they work. In
combining these three components or dimension. Sparks-Langer and
Colton characterize teacher reflection as a process of specific teacher
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actions which help to make visible to the teachers the knowledge upon
which they base decisions, the processes they use for m aking decisions,
the guiding beliefs and values which shape th eir decisions, and the role
of their perceptions of their experiences and th eir environm ent in their
understandings and decision making.
Values
Teacher development. In recent years, educational and
organizational theorists leaders have illum inated the value of teachers as
resources within the educational organization and taught th at these
resources only become true assets through investm ent and development
(Covey, 1989, 1991; Fullan, 1993; Senge, 1990; Sergiovanni, 1992). They
m aintain th a t m axim ization of the talents of each individual within the

organization requires the investm ent of time, effort, and money in
development activities (Fullan, 1993, Levine, 1995). Their position is
strengthened by the work of Wise, Darling-Hammond, McLaughlin, and
Bernstein ((1984) who examined factors which enhance the effectiveness
of teacher supervision, identified a high level of district commitment and
resource investm ent as one of five contributing factors. They particularly
emphasized the need to invest m oney and to provide adequate time for
teacher supervision activities. Through the influence of this value,
teacher supervision has taken on new worth as a m edium for effecting
the development of the organization's hum an resources. Increasingly,
supervision is being linked to and used to inform the organization's
efforts to provide professional training and professional development
opportunities for teachers and is being viewed as a m edium for fostering
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teacher personal and professional development (Brandt, 1996; DarlingHammond, 1996; Grimmett, Rostad, & Ford , 1992; Levine, 1995).
Norms
The supeivisor-teacher relationship. Theorists have stressed th e
need for supeivisor-teacher interaction behaviors and attitudinal norm s
which are compatible with th e beliefs and values previously described
(Acheson, & Gall, 1994; B randt, 1996; Grimmett et al., 1992;
Sergiovanni, 1982). The norm s they advocate as necessary to the
supervisor-teacher relationship and include: collaborative effort, a
shared commitment to the teacher’s professional growth, open and
honest communication, and high levels of interpersonal tru st.
Collaborative effort and a shared commitment to professional growth
make supervisors and teachers partners who work in concert throughout
the supervision process, open and honest com m unication facilitates
individualizing supervision, an d tru st is critical to creating the
professional exchange and collaboration necessary to promote teacher
development and improvement.
In describing and defining cognitive coaching, C osta and G arm ston
focus considerable attention on the issue of tru st and its critical
function in the coaching process. In one study, Costa and Garm ston
asked people to describe how they develop tru st in relationships and
received the following responses: “m aintaining confidentiality, being
visible and accessible, behaving consistently, keeping commitments,
sharing personal inform ation about out-of school activities, revealing
feelings, expressing personal interest in people, acting nonjudgmentally,
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listening reflectively, adm itting m istakes, and dem onstrating professional
knowledge an d skills” (1994. p. 36). These behaviors are, in effect, the
characteristics of collaboration, shared commitment, and open and
honest com m unication in action. C osta and G arm ston em phasize th at
the coaching process rests on a necessary foundation of tru st and place
responsibility for developing tru st in th e hands of the coach. They
m aintain th a t coaches who are m ost successful in establishing tru st
exhibit the behaviors ju s t described, tru s t in themselves, express
personal regard for each individual teacher, and by always m aking known
the purposes of their actions and com m unications. They advise th at
principals who perform the dual roles of coaching and evaluating,
communicate clearly an d openly a t each interaction, which role they are
fulfilling. Nolan, who is a proponent of Costa an d Garmston’s model,

notes th at teacher development is a process which unfolds slowly and
stresses the im portance of com m itm ent between the coach and the
teacher to a long and enduring relationship of continuous interaction
(Nolan, 1989). Nolan also takes issue with educators continued use of
the term reflective supervision, arguing th at the word supervision
connotes a hierarchical relationship between the supervisor and the
teacher when the relationship actually desired is one “of equality, of
m utual vulnerability, of m utual leadership” (1989, p.38) and urges the
use of the term coach or consultant.
Studies and descriptions of cu rren t supervision practices reveal the
emergence of these relationship norm s and affirm their enhancem ent of
the effectiveness of teacher supervision in prom oting teacher
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improvement and development. Poole (1995) studied the changing
relationship between supervisors and teachers as a new and more
collaborative model of teacher supervision was being im plemented in a
central New York school district. She investigated teachers’ and
supervisors’ perceptions of the changing relationship on such dimensions
as tru st, trustw orthiness, honesty, and risk-taking and found slow b ut
positive changes developing in the perceptions of both teachers and
supervisors on each of these dimensions. Through the case study of a
supervisory relationship. Bureau (1993) found evidence to support the
conclusion th at a collaborative supervisor-teacher relationship,
characterized by tru st, collegiality, and open expression facilitated
change in the beliefs and classroom practices of a veteran teacher.
Through their exam ination and analysis of B ureau’s case study and four
sim ilar case studies of clinical supervision, Nolan, Hawkes, and Francis
(1993) identified a relationship of collegiality as one of five factors,
common to each of the studies, which maximized the benefits of the
supervision process for the teacher. They described collegial supervisorteacher relationships as relationships characterized by m utual respect
and tru st, as relationships in which the supervisor acts and is perceived
as acting in a non-threatening and helpful m anner, and as relationships
in which there is equality of efforts, a sense of hum ility, and m utual
vulnerability (1993, p. 55). McLaughlin and Pfeifer (1986) identified
m utual tru st and open communication between teachers and
administrato rs and a commitment to both individual and institutional
learning as qualities which enabled school districts to successfully
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implement new system s for teacher supervision. Through his analysis of
recordings of supervisor-teacher conferences, Waite (1991, 1993) noted
th at the teachers’ role in the conferences ranged from passive to
collaborative to adversarial and th a t either party in the relationship h ad
the capacity to take the relationship in any one of these three directions.
His findings led him to conclude th at both the supervisor and the
teacher bear responsibility for establishing and nurturing a collaborative
relationship and suggested th a t through focusing on the specifics of the
supervisory contexts rather th an the teacher’s behavior, supervisors and
teachers could become co-researchers in th eir particular situations.
Effectiveness of Teacher Supervision
Throughout the literature on supervision effectiveness, frequent
reference is made to a nationally conducted, effectiveness study
undertaken and completed by Wise, Darling-Hammond, McLaughlin, and
Bernstein (1984). Due to the thoroughness and comprehensiveness of
this study in dealing with m ultiple dimensions of teacher supervision, it
has already been cited at various points in this literature review. Wise,
Darling-Hammond, McLaughlin, and B ernstein used a two-phase
research process to study the effectiveness of teacher supervision system s
and to identify the characteristics or elem ents which contributed to
effectiveness in achieving the dual ends of helping teachers to improve
and providing information for m aking personnel decisions (p. vi). In the
first phase, they examined the teacher supervision system s of 32 school
districts (nationally distributed) reputed to have highly developed
system s and in the second phase, they conducted a more in depth study
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of the system s of four districts whose supervision systems they had
judged to be highly effective in the dual purposes of informing
employment decisions and improving teacher classroom performance-Salt Lake City, U tah; Lake W ashington, W ashington; Greenwich,
Connecticut; and Toledo, Ohio. They noted th a t in each of these
districts, the teacher supervision system had been implemented as
planned, th at everyone in the district understood the system , and th a t
the districts actually used the results of the supervision process. In
conducting their research. Wise, Darling-Hammond. McLaughlin, and
Bernstein reviewed docum entation pertaining to district personnel and
evaluation policies and interviewed superintendents and o ther central
office personnel. They also interviewed officers of the teachers’ unions,
school board members, parents, and community representatives. They
visited six schools in each district and interviewed principals, other
specialized personnel, and a m inim um of six teachers including building
level union representatives (1984, v). From their research, they drew five
conclusions about the characteristics necessary to the success of a
teacher evaluation system: the system m ust be compatible with district's
goals, beliefs, and values; the system m ust be supported by a high level
of commitment and resource investm ent; the system should m atch
closely with its intended purposes,* the system m ust be seen by teachers
and supervisors as having utility; and the system m ust involve and give
responsibility to teachers. To insure com patibility between the district’s
goals, beliefs, and values and the teacher supervision system , Wise,
Darling-Hammond, McLaughlin, and Bernstein recommend th at districts
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examine and clarify their educational goals, m anagem ent style,
conception of teaching, and community values and th en select or develop
a teacher supervision system which is compatible with these (1984, p.
67). Wise, Darling-Hammond, McLaughlin, and B ernstein noted th at
successful teacher supervision system s were “distinguished by the
seriousness of purpose and intensity of im plem entation" (p. 67) and
recommended th a t districts provide adequate funding and sufficient time
for the fulfillment of the supervision activities, th at districts regularly
review and assess the quality of the teacher supervision practices, and
th at they provide continuous training for district supervisors in the
necessary supervisory skills. Wise, Darling-Hammond, McLaughlin, and
Bernstein determ ined th at the objectives of improving teacher
performance and informing personnel decisions create conflicting
dem ands with the first objective requiring a highly individualized and
flexible process and the second necessitating a standardized and
uniformly applied process. They reason th a t a single supervision system
cannot optimally serve both purposes and recommend th a t districts
either establish more than one process or th a t districts clarify their
prim ary purpose and design a compatible process. Wise, DarlingHammond, McLaughlin, and Bernstein stressed th at to be perceived and
valued as having utility a supervision system m ust m eet the needs of the
teachers and produce results which justify the financial and hum an
investm ent in the process. They recommend th at districts expend
adequate levels of funding on teacher supervision, target their
expenditures to achieve beneficial outcom es, and m ake clearly visible the
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outcomes of the process. Wise, Darling-Hammond, McLaughlin, and
Bernstein found th at all four of the districts examined in phase two of
their study used m aster teachers in some segments or components of the
teacher supervision process. They noted th at the use of m aste r teachers
strengthened the districts’ capacities to supervise teachers effectively and
promoted the development and dissem ination of professional standards
of practice (p. 76). They also observed th a t in all four districts, the
teacher organization (union) was involved in designing and overseeing
the teacher supervision system and th a t their involvement helped to
address issues of credibility, due process, and fairness. They recommend
th a t districts involve expert teachers in the supervision of other teachers,
particularly novice teachers and teachers in need of remedial assistance.
They also recommend th a t districts involve their teacher organizations in
developing and monitoring the teacher supervision system. Wise,
Darling-Hammond, McLaughlin, and Bernstein observed a new level of
labor relations in one of the districts, a level which they referred to as a
level of “negotiated responsibility" (p. 79). They explain th at negotiated
responsibility yields a collective professionalism among the faculty and
ad m in istration which is more powerful than a single teachers sense of

professionalism and facilitates collaboration between teachers and
adm inistrators. They identify this collective professionalism as a m eans
for enforcing professional standards of practice and recommend th at
districts develop standards of practice which compel teachers to make
appropriate instructional decisions on behalf of their students and to
hold the teachers accountable to these standards (p. 80).
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While Wise, Darling-Hammond, McLaughlin, and Bernstein
focused their study on well-developed system s of teacher supervision,
McLaughlin and Pfeifer (1986) studied four school districts (three in
California and one in North Carolina) in which new teacher supervision
system s had recently and successfully been initiated. McLaughlin and
Pfeifer identified as successful teacher supervision system s, those which
had been implemented in the m anner which had been planned. In
conducting their study, they interviewed central office staff,
adm inistrators an d /o r trainers, and teachers. They analyzed district
records and m ade follow-up contact w ith some district officials. Based
upon their research, McLaughlin and Pfeifer identified four conditions
which enabled these districts to successfully implement new teacher
supervision systems: m utual tru st between teachers and adm inistrators,
open communication, commitment to both individual and institutional
learning, and the visibility of evaluation and related learning activities.
Additionally, McLaughlin and Pfeifer identified six design considerations
which were critical to the success of th e new teacher supervision
system s: joint training for adm inistrators and teachers, a system of
checks and balances for reliability and validity, an accountability
structure for evaluators and evaluations, effective feedback procedures,
flexible implementation, and the integration of resources for evaluation
and professional development. McLaughlin and Pfeifer identified joint
training of the supervisors (principals and assistan t principals) as a
critical factor in gaining teacher approval and acceptance. They found
th at joint training helped to create a common language and build a
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common understanding o f the teacher supervision system , helped to
break down old barriers between supervisors and teachers, clarified roles,
rules, and criteria, and enhanced the credibility of supervisors by
legitimizing their expertise. They found th at a system of checks and
balances were necessary to address concerns of reliability, validity, and
fairness. These system s of checks and balances included the use of
m ultiple sources of perform ance information, a rem ediation process for
teachers identified as needing improvement, and levels of review
including an advisory team , a district review committee, and
superintendent review. McLaughlin and Pfeifer found th at each district
held supervisors accountable for performing their supervisory/evaluative
functions and for the quality of their performance. In one district, they
learned that some principals had been placed on remediation plans for
producing poor evaluations. McLaughlin and Pfeifer determ ined th a t the
form and timeliness of feedback were of critical im portance. They
describe as m ost useful, feedback which is specific, credible, perceived as
non punitive, and provided soon after the observation. McLaughlin and
Pfeifer found th at supervision was m ost effective w hen the instrum ent
used was dictated by the goals of the each teacher's individual growth
plan rather th an a standardized form which was applied to everyone.
They identified the integration of evaluation and staff development
resources as the m eans through which teachers and supervisors were
able to act upon the teachers growth goals or rem ediate identified
weaknesses.
Patrick and Dawson (1985) conducted a study in which they
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examined the teacher supervision system s of five school districts in the
state of Pennsylvania to identify elem ents critical to the design and
im plementation of teacher supervision system s. In selecting th e districts
for their study, Patrick and Dawson chose three districts which used
Madeline H unter-based models and two which had alternative system s.
They collected data through a m ultilayered process of interviews with
central office staff, adm inistrators, and teachers, docum ent analysis, site
visits, and follow-up interviews. Many of their findings were sim ilar to
those of Wise, Darling-Hammond, McLaughlin, and Bernstein (1984)
an d /o r to those of McLaughlin and Pfeifer, (1986). In particular, three of
their findings were sim ilar to those of Wise, Darling-Hammond,
McLaughlin, and Bernstein and McLaughlin and Pfeifer. The first of
these findings was the presence of a strong commitment to teacher
supervision as a long term improvement effort as dem onstrated through
leadership, the provision of adequate time, and the investm ent of
adequate levels of funding. The second finding involved m aking visible
the utility of the teacher supervision system by accurately and
adequately portraying the intended and real im pacts of the system on
teacher behavior. The third finding pointed to the im portance of initial
and ongoing training for both teachers and supervisors. In common with
Wise, Darling-Hammond, McLaughlin, and Bernstein, Patrick and
Dawson identified concerns involving the potential conflict between
supervision and evaluation and teacher involvement. While Wise,
Darling-Hammond, McLaughlin, and Bernstein concluded th a t the ends
of supervision and evaluation could not be achieved through a single
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process, Patrick and Dawson suggested th at the formative phase
(supervision) and the sum m ative phase (evaluation) could be joined if the
criteria used during the classroom observations were incorporated as the
criteria used for the summative evaluation and if the relationship
between the formative phase and summative phase were made clear to
teachers a t the outset. Like Wise, Darling-Hammond, McLaughlin, and
Bernstein, Patrick an d Dawson identified teacher involvement in the
planning and oversight of the teacher supervision system as a critical
component for success, b u t they did not extend teacher involvement in
the actual teacher supervision system to the level suggested by Wise,
Darling-Hammond, McLaughlin, and Bernstein. Rather, they saw a role
for teachers in the form ation of support groups, organized by grade level
or subject area which m et a few tim es a year. With respect to feedback
procedures and the integration of supervision with staff development,
Patrick and Dawson produced findings which were similar to those of
McLaughlin and Pfeifer. As did, McLaughlin and Pfeifer, Patrick and
Dawson found th at effective feedback procedures were those which were
flexible enough to enable supervisors to m atch the feedback form and
process to the needs of the individual teachers and th at effective teacher
supervision system s were those which integrated the district functions of
supervision and staff development thereby enabling the two functions to
inform and enhance one another.
In combination, these three studies reveal a num ber of
characteristics which contribute to the effectiveness of teacher
supervision. In particular, they establish the importance of a strong
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commitment to teacher supervision as a teacher improvement process,
the necessity for m aking visible the utility of the supervision process,
and the im portance of training for both supervisors and teachers.
Additionally, they highlight the need for a level of flexibility which
enables supervisors to m atch the supervision process to the needs of the
teachers and the value in joining supervision with staff development.
They also highlight the im portance of teacher involvement in the
planning, im plementation, and monitoring of the supervision system and
underscore the im portance of examining closely the processes and
outcomes of supervision and evaluation and determining w hether a
single system can serve both ends, whether multiple system s should be
developed in order to achieve both ends, or whether a decision should be
m ade regarding the relative priority of these ends.
The findings of these three studies affirm and add to the structural
com ponents and cultural characteristics discussed previously in this
review. The establishm ent of the importance of a strong commitment to
teacher supervision as a teacher improvement process provides affirms
the importance of valuing teacher development previously discussed.
The identification of the need for flexibility affirms earlier discussions of
the need for differentiated levels and forms of supervision which can be
m atched to the needs and developmental phases and stages of the
teacher. The recognition of the importance of joining supervision with
staff development affirms the previously explored belief th a t professional
development is an im portant and intended purpose of teacher
supervision and suggests th a t these two practices should be linked
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structurally. Hie spotlighting of the im portance of teacher involvement
in the planning, im plem entation, and m onitoring of the supervision
system affirm earlier discussions of the im portance of teacher
involvement in developing and im plementing the various structural
components of the system and the necessity for teacher supervision to be
a collaborative process between teachers and supervisors in order for
maximum teacher learning and improvement to take place. The
em phasis on the im portance of m atching the teacher supervision system
to its intended purposes, highlights and affirms earlier exploration of the
num erous purposes teacher supervision can serve and signals the
necessity for specifying the purposes and structurally aligning the system
with its intended ends. The identification of the necessity for m aking
visible the utility of the supervision process suggests not only the need
for specifying the purposes of teacher supervision and aligning the
structure, b ut also the im portance of dem onstrating clearly and
regularly how the results of the process contribute to these ends. In
highlighting the im portance of training for both supervisors and
teachers, the findings suggests the addition of this practice within the
design and implementation of the system .
In their studies of the 100 largest school districts, Ellett and
Garland (1987) and Loup, Garland, Ellett, and Rugutt (1996) examined
three of the characteristics identified by the previously cited studies as
contributors to the effectiveness of teacher supervision-training, teacher
involvement, and linking teacher supervision with staff development. In
combination, these two studies revealed th at slightly more th an half of
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the districts studied required comprehensive training for supervisors,
th a t nearly all (greater th an 90%) o f the districts involved teachers in the
development of the teacher supervision system, and th at m any districts
(greater th an 80%) used supervision results as docum entation or support
for teacher growth and professional development. The studies did not
examine the incidence of teacher training.
Summary
I have used the preceding literature review to synthesize the ideas
of various theorists and researchers whose writings either directly
address teacher supervision or indirectly offer im plications for it and the
findings of researchers. In conducting this synthesis, I have endeavored
to construct a contemporary, perhaps even futuristic, description of the
structural and cultural dimensions of best practice in teacher
supervision. Further, I have attem pted to highlight the contributions of
the components of these dimensions to the effectiveness of teacher
supervision. The description developed herein helped to shape this study
and provided a context for the discussion of the study results.
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CHAPTER IE

METHODOLOGY
The purpose of th is study was to develop a description of the
perceptions of New Hampshire teachers and supervisors regarding present
and ideal teacher supervision. Specifically, the study sought to describe:
1.

The perceptions of teachers and supervisors regarding the

structural (practices) an d cultural (beliefs, values, an d norms)
dimensions and effectiveness of their present teacher supervision system;
2.

The perceptions of teachers and supervisors regarding

structural practices and culture characteristics they would consider
ideal;
3.

The extent to which teachers’ and supervisors’ perceptions of

their present system m atch their perceptions of the ideal;
4.

Any variation which exists between the perceptions of

teachers and the perceptions of supervisors with respect to teacher
supervision.
Instrum entation
Data for this stud y were collected through the use of two surveys,
one for teachers (Appendix A) and one for supervisors (Appendix B) which
I developed specifically for this study. The first drafts of the surveys
contained 79 closed response items, 3 open response items, and 7
(teacher form) and 8 (supervisor form) demographic item s. I piloted these
drafts with six teachers (two elementary, two middle level, two high
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school) and one adm inistrator. Based upon discussions with the
individuals involved in the pilot, I revised the wording of some item s in
order to make their intended m eaning clearer. Feedback from the
participants suggested quite strongly th a t the surveys be reduced in
length as completion of the surveys required 4 5 to 5 0 m inu te s. I reduced
the num ber of closed response item s from 79 to 62 by com bin in g some
items and elim inating others.
I also subm itted the original drafts to the New Hampshire Joint
Education Council Executive Board for review and feedback. The
executive board is comprised of the executive directors of each of its
member organizations and one representative from each organization.
The member organizations include the New Hampshire School Boards
Association, the New Ham pshire School Administrators Association, the
New Hampshire Association of School Principals, and the New
Hampshire affiliates of the National Education Association an d the
American Federation of Teachers. I used the feedback from the members
of the board in combination with the feedback of the pilot participants in
the first revision of the surveys.
The revised surveys were examined by two additional teachers.
While the teachers found the wording of the items to be clear, they
indicated th a t the survey was still quite long requiring at least 30
m inutes to complete. Again through combining and elim inating items, I
reduced the num ber of closed response items from 62 to 38. This version
of the surveys was reviewed by another teacher for final clarification of
wording and consideration of length. Based on conversations with this
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teacher, I made a few final wording changes. The time estim ated for
completion of the survey was 15 to 20 m inutes.
H ie final form s of the survey instrum ents used in this study
included 38 closed response item s and 3 open response items. The
teacher survey contained 7 demographic items and the supervisor survey,
9 demographic item s. The closed response items on each of the surveys
were presented in two separate, titled sections: Section 1. Teacher
Supervision/Evaluation Practices, Beliefs, and Values; Section 2.
Effectiveness of the Teacher Supervision / Evaluation System. For the
items in sections one, respondents were asked to provide two responses
for each item, one response expressed the their perceptions of their
present teacher supervision system and the second reflected their view of
the ideal supervision system. Individuals were asked to identify their
responses on a Likert scale which included: (1) Strongly disagree, (2)
Disagree, (3) Disagree somewhat, (4) Agree somewhat, (5) Agree, (6)
Strongly agree. In section two, respondents were asked to express their
perceptions of the effectiveness of their present supervision system. They
were asked to convey their responses on a Likert scale which included:
(1) Highly ineffective, (2) Ineffective, (3) Somewhat ineffective, (4)
Somewhat effective, (5) Effective, (6) Highly effective. In section three
respondents were given the opportunity to express general comments
about the strengths, weaknesses, and improvement needs of their present
teacher supervision systems in response to three open-ended questions.
Section four sought demographic d ata including: total num ber of years
as a teacher or supervisor, the num ber of years of teaching or supervising
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in th e present district, the subjects taught or the num ber of teachers
supervised, the grade levels of the school, the gender of the respondent,
and for supervisors only, the title of their positions and sources of
training in teacher supervision. Items on the teacher survey and the
supervisor survey were m atched item for item to facilitate com parison
between the responses of teachers and those of the supervisors.
As this study was intended to assess teachers’ and supervisors’
attitudes towards their present teacher supervision system and one they
would consider ideal, I sought a survey form at which would yield both
forms of inform ation. The form at I used was drawn from two sources--a
stu d y conducted by Burke an d Kray (1985) and a dissertation study
completed by Jo h n Pike (1996) a t the University of New Hampshire. Both
studies utilized a dual Likert scale response format to assess respondent
attitudes towards their actual experiences with supervision and regarding
w hat they preferred or viewed as preferred practices. On one scale the
respondents were asked to rate their agreem ent with the statem ent in
term s of their present, real experiences and on the second scale, they
were asked to rate their agreem ent with respect to w hat they would
envision as ideal. Burke and Kray utilized a 5 -point Likert scale which
allowed respondents to choose a neutral response, while Pike employed a
6-point Likert scale which provided no neutral point. Following upon
the form at of the surveys in these studies, I used a dual Likert scale
response form at and a six point, forced choice (no neutral point) scale
for this study.
I developed the survey item s primarily on the basis of information
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gained through the literature review. An additional source of assistance
in the development were the Personnel Evaluation Standards (1988)
published by the Joint Committee on Standards for Educational
Evaluation, a sixteen member committee comprised of representatives
from 14 national education associations including the: American
Association of School Administrators, American Association of School
Personnel Administration, American Educational Research Association,
American Evaluation Association, American Federation of Teachers,
American Psychological Association, Association for M easurem ent and
Evaluation in Counseling and Development, Association for Supervision
and Curriculum Development, Education Commission of the S tates,
National Association of Elementary School Principals, National
Association of Secondary School Principals, National Council on
M easurement in Education, National Education Association, and
National School Boards Association. As the Jo in t Committee based its
development of the Standards upon the analysis and synthesis of both
theory and research in teacher evaluation, the Standards reflect m any of
the elements an d characteristics of teacher supervision identified and
described in the preceding literature review. The Jo in t Committee
developed 21 standards for sound teacher evaluation systems and
organized these standards into four general attribute categories—
propriety, utility, feasibility, and accuracy. The proprietary category is
concerned with the legal and ethical aspects of teacher evaluation and
includes five standards focused upon the topics of Service Orientation,
Formal Evaluation Guidelines, Conflict of Interest, Access to Personnel
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Evaluation. Reports, and Interaction with Evaluatees. The utility
category is com prised of five standards which emphasize the need for
evaluations to be informative, timely, and influential in improving
teacher perform ance and include the following topics: Constructive
Orientation, Defined Uses, Evaluator Credibility, Functional Reporting,
and Follow-up and Impact. The feasibility category includes three
standards focusing on the topics of Practical Procedures, Political
Viability, and Fiscal Viability which stress the need for efficient, doable,
and viable evaluation procedures. The accuracy category encompasses
eight standards on the topics of Defined Role, Work Environment,
Documentation Procedures, Valid Measurement, Reliable Measurement,
Systematic D ata Control, Bias Control, and Monitoring Evaluation
Systems.
The Study Population
W ithin the state of New Hampshire, there are 171 school districts
organized into 72 single or m ulti-district school adm inistrative units,
each of which is adm inistered by a superintendent. These school
districts employ a total of approximately 13,500 teachers and 450
principals and assistan t principals (referred to jointly as “supervisors").
The goal of this study was to obtain a broadly-based description of
teacher supervision in the state. Toward this end, I selected a total of 45
school districts and from those school districts, I surveyed 305 teachers (
approximately 7 per district) and 73 supervisors (approximately 2 per
district).
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Sampling Procedures
I used a process of stratified random selection to identify school
districts for the study using two stratification variables: geographic
region and district wealth as m easured by the equalized valuation per
pupil. The 175 school districts in New Ham pshire are organized into five
geographic regions. The “Lakes Region” includes 28 school districts; the
“North Country Region,” 39 school districts; the “Southcentral Region,"
21 school districts; the “Southeast Region,” 35 school districts; and the
“Southw est Region,” 52 school districts. In identifying the 45 school
districts for the study, I selected 9 districts from each geographic region.
The equalized valuation per pupil is a m easure of property wealth,
specifically, it is the full m arket value of property within the school
district per resident pupil. Using the equalized valuation per pupil of the
districts as reported in the 1997 report New Ham pshire School Districts
and Municipalities: Sum m ary of Selected D ata on Ability to Pav. Effort
and Fiscal C haracteristics, published by the New Hampshire School
Boards Association, I created three economic strata: districts whose
equalized valuation per pupil was in the top third ($384,066 $5,815,974), those whose equalized valuation per pupil was in the middle
third ($261,048 - $383,529), and those whose equalized valuation per
pupil was in the bottom third ($119,186 - $259,029). The portion of the
9 districts allocated to each wealth level were proportional to the size of
the wealth level within the region and I random ly selected the districts
from within each strata. I personally contacted, by telephone, the
superintendent in charge of each district to explain the survey, secure
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perm ission for participation in the study, and to obtain lists of the
district’s teachers and supervisors. I random ly selected to be surveyed, 7
teachers and 2 supervisors from each d istrict list. In districts where
there were fewer than seven teachers, I surveyed all of the teachers. In
some districts, I was only able to survey one individual as there was only
one supervisor responsible for supervision.
D ata Collection Procedures
I mailed a survey, a cover letter (letter to teachers. Appendix C;
letter to supervisors. Appendix D), and a letter of endorsem ent from the
president of the New Hampshire Jo in t Education Council (Appendix E)
to all members of the selected study sam ple and enclosed a preaddressed, stam ped envelope for the retu rn of the survey. I num bered
each survey in order to identify respondents and non respondents for
follow-up purposes. The directions I included with the survey asked
respondents to return the surveys w ithin a two week period. At the
conclusion of the two week period, I m ailed a printed post card rem inder
to non respondents (teacher-Appendix F, supervisor-Appendix G). The
approach of the winter holiday break dim inished the advisability and
utility of an immediate second follow-up. I mailed a follow-up letter
(teacher-Appendix H, supervisor Appendix I), second copy of the surveys,
and return envelope and postage to the non respondents when schools
reopened in January. I asked respondents to return the surveys within a
two week period. After three weeks h ad lapsed, I made follow-up
telephone calls to all non-respondents. I made three attem pts to directly
speak with each non-respondent. If I w as not able to make direct
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contact with the individual on the third call, I left a message detailing
the reason for my call and leaving my telephone num ber in the event the
individual had concerns or needed another copy of the survey. Of the 73
supervisors surveyed, 59 responded (80% response rate), yielding 58
usable surveys (79% usable rate). Of the 305 teachers surveyed, 215
responded (70% response rate), yielding 197 usable surveys (65% usable
response).
D ata Analysis
I organized the data obtained through the 37 closed-response items
of the survey into three categories--stnictural dimension, cultural
dimension, and effectiveness. W ithin the stru ctu ral and cultural
dimensions, I further organized the d ata into four subscales—supervisorpresent, supervisor-ideal, teacher-present, and teacher-ideal. I organized
the d ata for the effectiveness item s into two subscales --supervisorpresent and teacher-present.
I conducted the statistical analysis of the data through the use of
the Statistical Package for the Social Sciences (SPSS) com puter program.
I calculated m eans and standard deviations for each subscale and for
each item within the subscales. Instances of non response, I coded as
m issing data to elim inate them from m ean calculations. I calculated the
reliability of each of the subscales using Cronbach’s alpha coefficient, a
m easure of internal consistency among subscale items. I evaluated
differences between supervisors and teachers on the present and ideal
scales of the structural and cultural dimensions through a repeated
m easures analysis of variance and subsequent t-tests of the subscale
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m eans and selected item m eans. I utilized a one-way analysis of
variance to examine the differences between supervisors and teachers
with respect to perceptions of effectiveness. I present the results of this
analysis in the following chapter.
I summarized responses to the open response questions regarding
strengths and weaknesses of the teacher supervision system and
recommendations for its improvement and used them to extend my
discussion of the results of the analysis of the closed response items in
Chapter 5.
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CHAPTER IV

ANALYSIS OF DATA
The sam ple for this study was com prised of 73 supervisors an d 305
from 45 New Hampshire School D istricts. Of the 73 supervisors, 59
supervisors responded, yielding 58 usable surveys. Of the 305 teachers,
215 responded, yielding 197 usable surveys. For the purposes of
analysis, supervisor responses were aggregated across all school districts
as were the responses of the teachers.
Demographic C haracteristics of the Survey Respondents
Demographic data collected regarding the survey participants is
presented in Table 1. The d ata include: total years of experience, years
in their present district, school level, gender, highest degree earned, title
of position, num ber of teachers supervised, and teacher subject areas.
Supervisors’ total years of supervisory experience ranged from 0 to
3 years, to more than 30 years. The num ber of years supervisors had
served as supervisors in their present districts ranged from 0 to 3 years,
to 21 to 30 years. Teachers’ total years of teaching experience and years
of teaching in their present districts ranged from 0 to 3, to 30 or m ore
years.
Supervisors and teachers represented all levels of education from
elem entary through high school. The largest portion of representation
was from elem entary schools followed by ju n io r/sen io r high schools,
middle schools, junior highs, and K-12 schools. This distribution is
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closely reflective of the distribution of schools w ithin the state which is
30% elementary, 10% middle school, 5% ju n io r high schools, and 17%
high schools.
Among the supervisors, there were more m ales th an females while
among the teachers, there were more females th an males. Approximately
two thirds of the supervisors were male an d one third, female; while
among teachers, approximately three quarters of the respondents were
female and one quarter were male.
Among the supervisors, the highest degree earned was a doctorate
with the highest percentage o f respondents holding a m aster's degree as
their highest degree. The highest degree earned among the teachers was
a certificate of advanced study. Slightly m ore th an half of the teachers
reported their highest degree as a bachelor’s degree, while slightly fewer
th an half reported holding a m aster’s degree.
Supervisors represented 7 adm inistrative positions. The largest
num ber of supervisors were principals. The second largest num ber were
assistan t principal.
The num ber of teachers supervisors were responsible for
supervising ranged from fewer than 10 to 100. The m ost common
num ber ranged between 26 and 50.
Teachers’ subject areas spanned all instructional disciplines.
Some teachers taught within one discipline while others taught across
two or more disciplines. Teachers who tau g h t across “all" disciplines
generally taught English, Reading, M athematics, Social Studies, and
Science.
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Table 1:

Demographic Characteristics o f Respondents

Total Years
0-3
4-10
11-20
21-30
30 +
NR

Supervisor fN=58) Teacher fN=1971
20.7%
15.7%
26.4%
37.9%
24.1%
25.4%
24.4%
15.5%
1.7%
7.1%
1.0%

Years in
D istrict
0-3
4-10
11-20
21-30
30 +
NR

Supervisor fN=58) Teacher flM=1971
36.2%
28.4%
29.4%
37.9%
20.7%
25.4%
13.7%
5.2%
2.0%
0.0%
1.0%

School
Level
Supervisor fN=58) Teacher (N=197)
65.0%
Elementary63.8%
8.6%
8.6%
Middle
Jr. High
1.0%
0.0%
4.1%
Jr. high/High
6.9%
20.8%
, 17.2%
High School
3.4%
0.5%
K-12
Gender
Female
Male

Supervisor fN=581 Teacher fN=197)
36.2%
74.6%
63.8%
25.4%
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Table 1 Continued: Demographic C haracteristics of Respondents

Highest
Degree
Earned
Supervisor fN=58) Teacher fN=1971
3.4%
BS or BA
56.3%
41.6%
MEd
75.9%
17.2%
CAGS or CAS
0.5%
PhD or EdD
3.4%
0.0%
No formal degree
0.5%
NR
1.0%
Title of
Position
Principal
Teaching Principal
Teaching Prin /SpEd Coord
A ssistant Principal
A ssistant Prin/SpEd Coord
Head Teacher
Total Teachers
Supervised
<10
11-25
26-50
51-75
76-100
NR

Supervisor fN=58l
62.1%
6.9%
1.7%
20.7%
6.9%
1.7%

Number
11
17
27
1
1
1

Percent
19.0%
29.0%
46.2%
1.7%
1.7%
1.7%
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Table 1 Continued: Dem ographic C haracteristics o f Respondents

Number
Subject
74
ALL
5
ART
1
BUSINESS
COMP/MATH/SCIEN/SS
1
1
COMP/ENG/SS
1
COMPUTER
1
CULINARY ARTS
2
ENG/READING
ENG/SCIENCE
3
3
ENG/SOC STUD
15
ENGLISH
2
ENG/MATH/SOC STUD
1
ENG/MATH/SCI
1
ENG/READ/SS
1
ENG/READ/SCI
2
FAM & CONSUM SCI
4
FOREIGN LANG
3
GUIDANCE
1
GUIDANCE / HEALTH
1
HEALTH
1
HEALTH/MATH
3
HEALTH/PE
8
MATH
1
MATH /READING
1
MATH/SCIENCE
1
MATH/SOC STUDIES
2
MUSIC
9
PE
3
READING
2
READING/SOC STUD
6
SCIENCE
1
SCIENCE/SOC STUD
10
SOCIAL STUDIES
22
SPEC ED
1
SPEECH/LANG
TECHNOLOGY ED
1
1
COUNSELING

Percent
37.6%
2.5%
0.5%
0.5%
0.5%
0.5%
0.5%
1.0%
1.5%
1.5%
7.6%
1.0%
0.5%
0.5%
0.5%
1.0%
2.0%
1.5%
0.5%
0.5%
0.5%
1.5%
4.1%
0.5%
0.5%
0.5%
1.0%
4.6%
1.5%
1.0%
3.1%
0.5%
5.1%
11.2%
0.5%
0.5%
0.5%
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Supervisor and Teacher Perceptions
The surveys I used in this study were designed to examine teachers’
and supervisors’ perceptions on two dimensions of teacher supervision—
the structural dimension an d the cultural dimension—and their
perceptions of the effectiveness of their teacher supervision system in
fulfilling a variety of specified purposes. I conducted the data analysis
within the framework of these three categories.
S tru ctu ral Dimension
The “S tructural Dimension” included 18 items (1 through 16)
which dealt with the practices of the teacher supervision system.
Specifically these practices included teacher performance standards, goal
setting, 3-part observation cycle, total performance evaluation, training,
differentiated supervision, an d teacher involvement. For each of the 18
items, supervisors and teachers were asked to express their level of
disagreem ent/agreem ent on a scale of 1 (strongly disagree) to 6 (strongly
agree) basing their first response on their present teacher supervision
system and their second response on what they would consider an ideal
teacher supervision system.
I organized the data for the structural dimension into four
subscales-supervisor-present, teacher-present, supervisor-ideal, and
teacher ideal and calculated the reliability of each of the four structural
dimension subscales using Cronbach’s alpha coefficient a m easure of
internal consistency th at estim ates reliability among subscale items.
The alpha coefficients for th e supervisor-present subscale and the
supervisor-ideal subscale were both 0.81. The alpha coefficients for the
80
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teacher-present subscale and the teacher-ideal subscale were 0.90 and
0.82, respectively. These four alpha levels reflect a high degree of
internal consistency for each of the structural dimension subscales.
The m ean and stan d ard deviation for each item of each of the
structural dimension subscales are presented in Table 2. The m eans

Table 2:

Item N
qi

q2
q3
q4
q5
q6a
q6b
q7
q8
q9
qlO
q ll
q l2 a
ql2b
q l3
q l4
q l5
q !6

57
57
57
56
57
57
57
56
54
57
57
57
57
56
56
56
57
52

S tructural Dimension Subscales-Item Means & S tandard
Deviations
Sup Sup
Pres Pres
M
SD
3.95
4.78
4.79
3.98
4.74
5.03
5.29
4.91
4.31
4.86
5.07
4.72
2.98
5.55
4.02
4.84
5.34
4.40

1.46
1.73
1.56
1.94
1.41
1.09
0.99
1.69
2.33
1.33
1.12
1.15
2.06
1.03
1.93
1.35
1.12
2.17

N

T c h r T ch r
Sup Sup
Ideal Ideal
Ideal Ideal
N
M SD
M SD

57
57
57
56
57
57
57
55
54
57
57
56
57
57
55
57
57
54

5.24
5.52
5.34
4.93
5.57
5.62
5.81
5.34
4.78
5.66
5.47
5.59
3.53
5.72
5.64
5.67
5.62
5.66

Tfchr T ch r

Pres
N M
193
192
190
191
188
191
191
187
178
191
192
189
183
188
191
180
189
166

3.82
4.34
3.56
3.44
3.80
4.11
4.47
4.21
4.40
3.98
4.07
4.35
3.12
5.13
2.54
3.79
4.75
4.07

Pres
SD
1.59
1.92
2.06
2.14
1.87
1.86
1.67
1.95
2.20
1.83
1.84
1.61
2.33
1.43
1.78
1.98
1.62
2.29

1.26
1.05
1.33
1.49
0.68
0.77
0.58
1.41
2.08
0.78
0.80
0.97
2.02
0.67
1.00
5.67
5.62
1.02

192
193
188
190
189
192
193
189
179
193
194
192
189
189
191
188
190
183

5.24
5.38
4.99
4.61
5.35
5.43
5.54
5.24
4.89
5.28
5.48
5.46
3.85
5.60
4.96
5.64
5.29
5.53

for supervisors-present item s ranged from 2.98 to 5.55 indicating
variation in levels of agreem ent from disagree somewhat to
agree / strongly agree and the means for teacher-present items ranged
from 2.54 to 5.64 indicating levels of agreement ranging from
disagree/ disagree somewhat to agree/strongly agree. The m eans for
81
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1.05
0.95
1.46
1.63
1.08
0.86
0.73
1.15
1.97
1.01
0.71
0.87
2.03
0.85
1.28
0.97
1.25
1.13

supervisor-ideal item s ranged from 3.53 to 5.81 indicating a range of
levels of agreem ent from disagree som ew hat/agree som ewhat to strongly
agree and the m eans for teacher-ideal items ranged from 3.85 to 5.64
indicating levels of agreement ranging from agree somewhat / agree to
agree. Levels of agreem ent with the survey item s reflect the extent to
which supervisors and teachers perceived the presence of the practices of
the stru ctu ral dim ension in their present teacher supervision system and
their preference for them in their ideal. The general pattern of these
responses suggests th a t supervisors and teachers had high preference for
these practices b u t perceived a lower than ideal presence of them in th eir
present system.
The m ean and standard deviation of the total subscale for each of
the stru ctu ral dim ension subscales are displayed in Table 3 and
graphically represented in Figure 1. The m eans of the supervisor
subscales were higher than the m eans of the corresponding teacher
subscales.

Table 3:

S tructural Dimension Subscales-Subscale Means & S tandard
Deviations

Group

N

Pres
M

Pres
SD

N

Ideal
M

Ideal
SD

42
126

79.62
67.83

11.03
17.05

42
126

94.79
91.15

8.06
8.98

Sup
Tchr
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Figure 1: S tructural Dimension-M eans of Subscales
100.00
90.00 80.00
M 7 0 .0 0 e
a
n

60.00 50.00 4 0 .0 0 3 0 .00 -

20.00
Present

Ideal
Scale

I used a repeated m easures analysis of variance (ANOVA) to evaluate
these differences. The specific analysis used the role of the respondents

Table 4:

Analysis of Variance for S tructural Subscales

Source of Variation

SS

df

MS

F

P

Between Subjects
Role
Error

3745.29
32318.04

1
166

3745.29
194.69

19.24

<0001

W ithin Subjects
Scale
Role x Scale
Error

23326.19
1046.36
21762.57

1
1
166

23326.19
1046.36
131.10

177.93
7.98

<0001
<.005

(supervisor or teacher) as the between factor and the scale on which they
responded (present or ideal) as the w ithin factor. Table 4 contains the
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results of the ANOVA. (I completed all analyses using only the data for
respondents who completed the subscale, or in the cases of item
analyses, those who responded to the item . Inspection of the data
suggested th at these data were representative of the study sample.)
The results showed that the difference between supervisors and teachers
was significant a t the p <. 0001 level an d th a t the difference between
present and ideal was significant at the p < .0001 level The results also
showed a significant interaction (F=7.98, p<.005) between role and scale.
Subsequently, I used a two-tailed t-test to examine the interaction
of role and scale through the further analysis of the differences between
supervisors and teachers for the present and ideal scales. The results,
presented in Table 5 showed th a t at the p < .01 level, supervisors and
teachers differed significantly with respect to the present b u t not with
regard to the ideal. These results indicate th at while supervisors and
teachers shared similarly high preference for the practices of the
stru ctu ral dimension in their perceptions of the ideal, supervisors
perceived a higher presence of the practices of the structural dimension
in the present teacher supervision system than did the teachers.

Table 5:
Scale
Present
Ideal

Results of t-test for S tructural Subscales
Supervisor Supervisor
Mean
SD
n=42
79.619
94.786

11.028
8.062

Teacher
Mean
n=126

Teacher
SD

df

t

67.833
91.151

17.051
8.983

166
166

4.19**
1.56

** Indicates significance a t the p < .01 level.
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I conducted a second level of analysis to examine the m eans of the items
on the supervisor-present (SP) and teacher-present (TP) subscales.
Figure 2:

S tructural Dimension Item Means for Supervisor Present
(SP) and Teacher Present (TP)

■

6.00

M
e
a
n
s

sp M tp

t

3.00-

q1 q2 q3 q4 q5 q6a q6b q7 q8 q9 q10 q11 q12aq12bq13 q14 q15 q16
Item

Figure 2 provides a graphic comparison of these means and illustrates
that in general, the finding th at supervisors perceived a higher presence
of the stru ctu ral dimension in the present system than did the teachers
persisted across the item s. The one exception to this pattern seemed to
occur w ith respect to supervisors’ and teachers’ ratings of agreement
regarding the inclusion of rating scales in the total performance
evaluation (ql2a). While the d ata suggest th a t teachers expressed a
higher agreem ent rating than supervisors, the results of a t-test (Table 6)
for the item revealed a non significant difference (t=.254, p<.8) suggesting
that supervisors and teachers shared a sim ilar perception of the
85
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frequency of use of ratings scales. The four largest differences
(differences > 1.00) between supervisors and teachers involved (in
descending size of difference): training for effective participation in the
supervision system (ql3), pre-observation conference (q3). assistance and
support for teachers whose performance has been judged to be
unsatisfactory (ql4), and teacher input in form ulating the total
performance evaluation (qlO). The results o f a t-test of each of these
pairs of m eans are presented in Table 6. The results revealed th at
differences between supervisors and teachers for each of the items were
significant a t the p level < .001.

Table 6:

Results of t-test for Selected S tructural Subscale Items

Supervisor Supervisor
Scale
Mean
SD

Teacher
Mean

q3
qlO
q l2 a
q l3
q l4

3.564
4.066
3.117
2.543
3.787

4.793
5.069
2.983
4.017
4.845

1.565
1.122
2.065
1.933
1.348

Teacher
SD
2.063
1.844
2.333
1.777
1.981

df
245
249
238
245
234

t
4.15
3.95
0.388
5.34
3.73

P
< .001
< .001
< .8
< .001
< .001

These findings suggest that supervisors perceived a significantly higher
presence of these practices in the present system than did the teachers.
C ultural Dimension
The “C ultural Dimension” was com prised of 13 items (17a-19)
which relate to the beliefs, values, and norm s which shape the
supervision practices and particularly, the supervisor-teacher
relationship. This dimension included beliefs about the purposes of
86
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supervision, the nature of teaching, and the nature of teacher learning; a
high district priority for teacher development; and norm s of
collaboration, shared com m itm ent to professional growth, openness, and
tru st in the relationships of supervisors and teachers. For each of the 13
item s, supervisors and teachers were asked to express their level of
disagreem ent/agreem ent on a scale of 1 (strongly disagree) to 6 (strongly
agree) basing their first response on the beliefs, values, and norm s of
their present teacher supervision experience and their second response
on those they would view as ideal.
I organized the d a ta for the cultural dimension into four
subscales-'supervisor-present, teacher-present, supervisor-ideal, teacherideal. I calculated the reliability of each of the subscales using
Cronbach’s alpha coefficient. The alpha coefficient for the supervisorpresent subscale was 0.94 and for the supervisor-ideal subscale was 0.90.
The alpha coefficients for the teacher-present subscale and the teacherideal subscale were 0.94 an d 0.93, respectively. These four alpha levels
reflect a high degree of internal consistency for each of the cultural
dimension subscales.
The m ean and stan d ard deviation for each item of each of the
cultural subscales are presented in Table 7. The m eans for supervisorpresent items ranged from 4.21 to 5.33 indicating variation in levels of
agreem ent ranging from agree somewhat to agree and the m eans for
teacher-present items ranged from 3.68 to 4.90 indicating levels of
agreem ent ranging from disagree som ewhat/agree somewhat to agree.
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Table 7:

Cultured Dimension Subscales-Item Means & Standard
Deviations

Item

N

Sup Sup
Pres Pres
M
SD

q l7 a
ql7b
q l7c
ql7d
q l7 e
q l7 f
q l7g
q l8 a
ql8b
q l8 c
ql8d
q l8 e
q !9

57
57
57
57
57
57
57
57
57
57
57
57
57

4.76
5.33
5.05
5.26
4.36
4.97
4.21
4.76
4.90
4.81
5.03
5.02
5.29

1.34
0.96
1.23
1.21
1.24
1.18
1.58
1.38
1.28
1.23
1.12
1.22
0.90

Tchr Tchr
Pres Pres
N M SD
188
188
187
187
186
189
184
187
186
187
187
188
189

4.38
4.83
4.71
4.90
4.08
4.60
3.68
4.52
4.76
4.83
4.50
4.58
4.72

1.52
1.34
1.44
1.36
1.67
1.43
1.86
1.49
1.41
1.36
1.65
1.38
1.53

N

Sup Sup
Ideal Ideal
M SD

57
57
57
57
57
57
57
57
57
57
57
57
57

5.50
5.88
5.93
5.84
5.55
5.79
5.24
5.66
5.67
5.72
5.71
5.76
5.86

l.n
0.53
0.49
0.56
0.84
0.55
1.30
0.69
0.63
0.67
0.68
0.57
0.58

Tchr Tchr
Ideal Ideal
N M SD
187
190
190
190
189
191
189
190
189
190
191
191
188

5.41
5.68
5.63
5.67
5.37
5.61
5.10
5.60
5.68
5.67
5.70
5.60
5.82

1.06
0.75
0.77
0.74
1.07
0.79
1.31
0.79
0.73
0.77
0.71
0.75
0.68

The means for supervisor-ideal items ranged from 5.24 to 5.93 indicating
a range of levels of agreement from agree to strongly agree and the means
for teacher-idea items ranged from 5.10 to 5.82 also indicating levels of
agreement from agree to strongly agree. Supervisors’ and teachers’
assessm ents of the presence of these cultural characteristics in their
present system and their preference for them in their ideal system are
reflected in the level of agreem ent they expressed in response to the items
of this dim ension. These results indicate th at supervisors and teachers
exhibited a very high preference for these cultural characteristics in their
ideal, b u t perceived a lower than ideal presence of them in their present
system.
The m ean and standard deviation of the total subscale for each of
the cultural dimension subscales are displayed in Table 8 and graphically
88

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

represented in Figure 3. The means of the supervisor subscales were

Table 8:

C ultural Dimension Subscales- Subscale Means & Standard
Deviations

Group

N

Pres
M

Pres
SD

N

Ideal
M

Ideal
SD

56
166

63.25
56.40

10.99
12.22

56
166

73.63
71.29

5.27
6.28

Sup
Tchr
Figure 3:

C ultural Dimension-Means of Subscales
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Ideal
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higher th an the m eans of the corresponding teacher subscales.
Following the same procedure used with the previous dim ension, I
conducted a repeated m easures analysis of variance (ANOVA) to evaluate
differences between supervisors and teachers on the present and ideal
cultural dimension subscales. Again, the specific analysis u sed the role
of the respondents (supervisor or teacher) as the between factor and the
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scale present or ideal) as the w ithin factor. Table 9 contains the resu lts
of the ANOVA. The results revealed a significant difference (F=16.17,
p<.0001) in the responses of supervisors and teachers and a significant
difference (F=195.62, p<.0001) in present an d ideal responses. The
results also showed a significant interaction (F=6.24, p=<.013) between
role and scale.

Table 9:

Analysis of Variance for C ultural Subscales

Source of Variation

SS

df

MS

F

P

Between Subjects
Role
Error

1765.26
24012.73

1
220

1765.26
109.15

16.17

<0001

W ithin Subfects
Scale
Role x Scale
Error

13359.75
425.96
15024.98

1
1
220

13359.75
425.96
68.30

195.62
6.24

<0001
<013

I again used t-tests to examine the interaction. The results of the
t-test (Table 10) revealed that supervisors and teachers differed
significantly a t the p < .01 on the present scale but did not differ
significantly a t the p < .01 level on the ideal scale. These findings
suggest th at supervisors perceived a higher presence of the
characteristics of the cultural dimension in the present teacher
supervision system than did the teachers, while supervisors and teachers
expressed sim ilar and very high preference for them in their ideal.
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Table 10:

R esults o f t-test for Cultural S u b scales

Supervisor Supervisor
Mean
SD
n=56

Scale

Teacher
Mean
n=166

Teacher
SD

df

t

Present

63.250

10.991

56.404

12.154

220

3.72~

Ideal

73.625

5.266

71.289

6.275

220

2.50

** Indicates significance a t the p < .01 level.
A second level of analysis revealed th a t th e results of the previous
analysis generally persisted across the items of the cultural present
subscales. As shown in Figure 4, an exception to this pattern occurred
with respect to item q l8 c which involved perceptions of the extent to
Figure 4:

C ultural Dimension- Means for Supervisor Present (SP) and
Teacher Present (TP)

6.00 t
5 .0 0 M 4 .0 0 3 .0 0 -

2.00
1.00

q17aq17bq17cq17dq17eq17f q17gq18aq18bq18cq18dq18e q19

Item s
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which the supervision system reflected the belief th at teachers learn from
reflecting on their own experience. On this item, supervisors and
teachers expressed sim ilar ratings which suggests th a t they both
perceived evidence of a high presence of this belief. The two largest
differences between supervisors and teachers involved items q l8d and
item q l9 . The first of these items involved perceptions of the extent to
which the teacher supervision system reflected the belief th at supervisors
and teachers should collaborate in the supervision process and the
second, involved perceptions of the extent to which the supervisorteacher relationship throughout the supervision process was
characterized by collaboration, honesty, tru st, openness, and a shared
commitment to the teacher’s professional growth. The results of t-tests
o f the m eans of these items (Table 11) revealed a non significant
difference (t=0.295, p<.5) for the former item and a significant difference
a t the p < .01 for the latter. These findings indicate th at supervisors’
and teachers’ perceptions of the presence of the belief th a t supervisors
and teachers should collaborate in the supervision process were similar;
while supervisors perceived a significantly higher level of collaboration,

Table 11:

Results of t-test for Selected C ultural Subscale Items

Supervisor Supervisor
Scale
Mean
SD

Teacher
Mean

ql8d
q l9

4.4975
4.716

5.035
5.293

1.123
.898

Teacher
SD
1.650
1.525

df
242
245

t
0.295
2.71
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P
< .5
< .01

honesty, tru st, openness, and shared com m itm ent in the actual
relationships than did the teachers.
Effectiveness of Teacher Supervision
The “Effectiveness” portion of the survey encompassed items 20a
through 20g and asked supervisors and teachers to rate the effectiveness
of their present teacher supervision system in achieving seven purposes.
Respondents were asked to make their ratings on a 6-point Likert scale
ranging from highly ineffective (1) to highly effective (6). I organized the
d ata for this dimension into two subscales: supervisor and teacher. I
calculated the reliability of each of the two subscales using Cronbach’s
alpha coefficient. The alpha coefficient for the supervisor subscale was
.089 and for the teacher subscale was 0.90. These two alpha levels
reflect a high degree of internal consistency for each of the effectiveness
subscales.
The m ean and standard deviation for each item of the

Table 12:

Effectiveness Subscales-Item Means & Standard Deviations

Item

N

q20a
q20b
q20c
q20d
q20e
q20f
q20g

56
57
57
57
57
57
56

Sup Sup
M SD
4.34
4.52
4.52
4.50
4.45
4.59
3.52

1.19
0.96
0.94
1.03
1.03
1.04
1.95

Tchr Tchr
M SD

N
188
188
187
187
189
189
164

3.92
4.16
4.16
4.28
4.14
4.53
3.52

1.60
1.54
1.58
1.60
1.58
1.49
2.47
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effectiveness subscales are presented in Table 12. The m eans for the
supervisor subscale item s ranged from 3.52 to 4.59 indicating variation
in perceptions of effectiveness ranging from som ewhat
ineffective/somewhat effective to somewhat effective/effective and the
m eans for the teacher subscale items ranged from 3.52 to 4.53 also
indicating a range in perceptions of effectiveness ranging from somewhat
ineffective/somewhat effective to som ewhat effective/effective.
The m ean and standard deviation of the total subscale for each of

Table 13:

Effectiveness Subscales-M eans & S tandard Deviations

Group
Supervisor
Teacher
Figure 5:

N

M

SD

56
163

29.77
26.32

5.41
7.59

Effectiveness-Means of Subscales

50.00 t

40.00

e 30.00

20.00

10.00
Supervisor

Teacher
Role
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the two effectiveness subscales are displayed in Table 13 and graphically
represented in Figure 5. The m ean of the supervisor subscales was
higher than the m ean of the teacher subscale.
I employed a one-way analysis of variance (ANOVA) to evaluate
differences between supervisors and teachers on the effectiveness
subscales. In the analysis, the role of the respondents (supervisor or
teacher) was used as the between factor and effectiveness was used as
the within factor. The results of the ANOVA (Table 14), revealed a
significant difference (F=9.83, p<.002) in the responses of supervisors and
teachers indicating th a t supervisors perceived present teacher
supervision system as significantly more effective than did the teachers.

Table 14:

Analysis of Variance for Effectiveness Subscales

Source of Variation
Between Subjects
Role
Error

SS

df

1
495.7666
10945.3932 217

MS

495.7666
50.4396

F

P

9.83

<002

A com parison of the item m eans of the subscales revealed a
relatively consistent discrepancy between supervisors and teachers
(Figure 6) across the subscale item s with the exception of 2 items for
which there was little or no discrepancy between supervisors and
teachers. These item s involved the effectiveness of teacher supervision in
encouraging teachers to self-reflect about their teaching and in removing
incom petent teachers from the district. With respect to the former end,
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supervisors and teachers perceived a moderately high level of
effectiveness while with regard to the latter, they perceived a m oderately
low level of effectiveness.
Figure 6:

Effectiveness-Item Means for Supervisor Present (SP) and
Teacher Present (TP)

6.00
5.00
4 .0 0 n 3.00 2.00
1.00

-

q20a

q20b
Items

Summary
The preceding analysis of survey responses, indicates th a t the
supervisors and teachers share a common perception of the structural
and cultural dimensions of an ideal system of teacher supervision but
differ significantly in their perceptions of the practices, characteristics,
and effectiveness of present systems. In comparison to the teachers,
supervisors perceive a closer m atch between the present and ideal and a
higher level of effectiveness. In the following chapter, I provide a
discussion of these findings.
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CHAPTER V

FINDINGS. CONCLUSIONS, AND RECOMMENDATIONS
Introduction and Overview of Study
Parent, community, and government dem ands for accountability
and quality assurance of teacher performance have led m any states to
issue m andates or to adopt guidelines which regulate teacher supervision
a t the local school level. Sclan (1994) found th a t in the 29 states which
issued either m andates or specific criteria for teacher supervision, these
actions generally resulted in accountability models of teacher
supervision. Accountability models tend to place supervisors in the role
of inspector, define supervision as som ething supervisors do to teachers,
and require rigid, standardized procedures. As evidenced through the
literature review, contemporary theorists and researchers offer a model of
teacher supervision which is oriented towards multiple growth and
improvement ends. In contrast to the accountability model, this model
casts supervisors as coaches, fashions supervision as a collaborative
effort between supervisors and teachers, and calls for flexible,
individualized m ethods. Sclan (1994) found th a t models of this type
were more prevalent in states where there w as little to no state influence
over local teacher supervision. As a state which promulgates no
directives or guidelines for teacher supervision, New Hampshire provided
an excellent setting for examining supervisors' and teachers' perceptions
which are relatively free of state influence.
97

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

The purpose of th is study was to examine the perceptions of
supervisors and teachers regarding teacher supervision. Specifically, the
study sought to describe:
1.

The perceptions of teachers and supervisors regarding the

structural (practices) an d cultural (beliefs, values, and norms)
dimensions and effectiveness of th eir present teacher supervision system,*
2.

The perceptions of teachers and supervisors regarding the

structural practices and culture characteristics they would consider
ideal;
3.

The extent to which teachers’ and supervisors’ perceptions of

their present system m atch their perceptions o f the ideal;
4.

Any variation which exists between the perceptions of

teachers and the perceptions of supervisors w ith respect to teacher
supervision.
I used the literature review presented in the second chapter of this
report to synthesize the ideas and findings of theorists and researchers
in order to construct a contem porary description of “b est practice” in
teacher supervision. The description defined the practices of the
structural dimension an d the characteristics of the cultural dimension
and elucidated the contributions of these practices and characteristics to
the effectiveness of teacher supervision in achieving its desired ends.
This description portrayed the structural dim ension of the teacher
supervision as including the following com ponents: w ritten standards
for teacher performance, goal setting, the 3-part observation cycle, a
total performance evaluation, differentiated supervision, teacher
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involvement in the development and im plementation of the system , and
tra in in g for teachers and supervisors to increase the effectiveness of th eir

participation in the system . It presented the cultural component as
encompassing beliefs about the purposes of teacher supervision, the
nature of teaching, and the nature of teacher learning; a valuing of
teacher development; and supervisor-teacher relationships characterized
by norms of collaboration, tru st, honesty, openness, and a shared
commitment to the teacher's professional growth. Further, the
description defined “effectiveness" as the extent to which the teacher
supervision system achieved its intended purposes and included seven
purposes: facilitating school improvement, improving classroom
performance, improving learning for students, insuring students receive
com petent instruction, providing direction for professional development,
encouraging teacher self-reflection about teaching, and removing
incom petent teachers. I used the description developed in the literature
as the basis for the development of the survey item s.
I developed m atching surveys for supervisors and teachers, each
containing 37 items (with 6-point Likert scales) designed to m easure
perceptions of present and ideal teacher supervision and three open
response questions seeking comments on the strengths and weaknesses
of the system as well as recom mendations for its improvement.
Participants in this study included supervisors and teachers from
45 geographically distributed and economically stratified school districts.
The supervisors and teachers were of mixed gender, varied years of
experience, and represented all school levels (elementary through high
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Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

school). Supervisors were building level adm inistrators and teachers
represented all academic areas.
Summary of Findings
The findings of this study, indicate th a t supervisors and teachers
share common perceptions of the ideal teachers supervision system.
Their ideal teacher supervision system encompasses the structural
practices and cultural characteristics contained in the description of
teacher supervision yielded through the synthesis of theory and research
presented in the literature review. Structurally, the ideal includes clearly
articulated and w ritten standards for teacher performance which are
known to both supervisors and teachers and used as a rubric for
assessing teacher performance. It involves establishing annual growth
and improvement goals in relation to these standards. The classroom
observation cycle is present and is a collaborative process in which the
supervisor and teacher work together analyzing and interpreting a variety
of observation data to identify performance strengths and to target areas
for improvement. In the ideal system, the total performance evaluation
provides a narrative description of the teacher’s performance, is based
upon a variety of information in order to afford a comprehensive picture
of the teacher’s performance, and is developed with teacher input and
involvement. Supervision, in the ideal system , is differentiated to m eet
the varied needs of the teacher population. Assistance in the form of
m entors, training, or other supports is provided to teachers whose
performance is found to be unsatisfactory and more intense supervision
is provided for first year and non-tenured teachers. In the ideal, teachers
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are participants in the development and im plementation of the system.
The ideal supervision system provides training for teachers and
supervisors to facilitate and enhance their participation in the system
and the level of growth and improvement which results.
Culturally, supervisors’ and teachers’ ideal reflects the belief th at
teacher supervision serves a variety o f interrelated purposes including:
facilitating school improvement efforts, improving teacher performance,
improving learning for students, insuring students receive competent
instruction, providing direction for professional development,
encouraging teacher self-reflection about teaching, and removing
incom petent teachers from the district. The ideal is grounded in
understanding and appreciation for the complexity of the m atters which
confront teachers and the view th a t teaching is a task which requires the
ability to make sound judgm ents and decisions on these m atters. In the
ideal teacher supervision system, teachers are viewed as reflective
learners who come to the supervision process with varied experience,
individual levels of development, and different needs and their
professional growth is a high priority of the school district. In the ideal,
supervisors and teachers collaborate throughout the supervision process,
tru st one another, are honest and open in their comm unication with one
another, and a share a m utual com m itm ent to the teacher’s professional
growth.
That supervisors and teachers favor these structural practices and
cultural characteristics is affirmed through their comments regarding the
strengths of present teacher supervision. Supervisors and teachers cited
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as strengths, the presence of any of these various practices in their
present system . W hen taken in com bination, the com m ents of
supervisors and teachers covered all of the practices. Of particular
preference to both supervisors an d teachers were opportunities to
dialogue about the performance d ata and to collaborate in problem 
solving and improvement efforts. Teachers’ preference for these practices
is exemplified in comments which identified the strength of the system
as the “open relationship of tru st between supervisor and teacher,"
“working in partnership with the adm inistration," and the “ability to
discuss evaluation with supervisor." Supervisors commented th at “the
system encourages collaboration," there is “positive collaboration
between staff and adm inistration," and “th a t we are willing to work
together to help in any area when needed.”
Supervisors and teachers differ in th eir perceptions of present
teacher supervision. While both view present supervision as som ething
short of the ideal, supervisors perceive it as structurally an d culturally
closer to the ideal and as more effective in accom plishing its purposes
than do the teachers. An interesting exception emerges in the alignm ent
of supervisors’ and teachers’ perceptions of th e effectiveness of teacher
supervision in removing incom petent teachers. Supervisors and teachers
share the perception th a t teacher supervision is least effective in
achieving this end.
In commenting on the weaknesses of th eir present teacher
supervision systems and in m aking recommendations for improvement,
supervisors and teachers cited the absence or minimal presence of
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various practices and characteristics of the ideal or the need for the
addition or enhancem ent of them. They also both identified time and
the supervisor-to-teacher ratio as variables influencing the effectiveness
of the system s and in need of attention. Supervisors, in particular,
voiced the concern th a t conflicting dem ands and adm inistrative duties
often left them with insufficient time for teacher supervision and th at in
some instances, the num ber of teachers they supervised also precluded
them from perform ing effective supervision. Illustrative of these
comments is this supervisor’s response th a t the greatest weakness of the
supervision system is the “lack of adm inistrative tim e to properly
conduct the process" and another supervisor's com m ent that there are
“too many teachers for so few to evaluate.” Teachers’ comments
acknowledged these factors and described the effects of too little time
and large supervision loads. They portrayed present supervision as
sometimes inconsistent, periodic rath er than ongoing, proforma, lacking
in depth and breadth, providing too little opportunity for collaboration
and dialogue, and of limited utility to them . In the context of the
finding cited above regarding the perception of the limited effectiveness of
teacher supervision in removing incom petent teachers, it is interesting
th a t a few teachers (9 out of 218 who responded) cited this concern in
their comments. Their statem ents ranged from “I’m not sure the
evaluation process really weeds out the incom petent teachers as it
should," to “Some teachers are getting away with m urder. They
shouldn’t be teaching.”
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Generalizability and Limitations of the Study
The accuracy of these findings in representing the perceptions of
New Hampshire supervisors and teachers is dependent upon the
candidness of the participants in their responses and the degree of m atch
between the characteristics of the study sample and the target
population. By guaranteeing confidential protection of responses and
insuring th at only aggregated d ata would be reported, I tried to assuage
participant concerns about disclosure of their responses or possible
reprisal for their expressed opinions and to encourage participants to
provide their m ost candid responses. High return rates and the nature of
the responses received suggest th a t participants were comfortable stating
their opinions. In designing this study, I made the assum ption th at the
sam pling procedures used would yield a sample of supervisors and
teachers which was representative of the total population within the
state. Specifically, I assum ed th a t the study sample would include
representative num bers of men and women from proportionate numbers
of elem entaiy, middle, junior high, and high schools. I used a stratified
selection process to ensure inclusion of supervisors and teachers from
the five geographic regions of the state and from the three district wealth
strata.
Actual participants in the study included supervisors and teachers
from each of the sam ple school districts and th u s provided
representation from the five geographic regions and the three district
wealth strata. While specific d ata regarding the distribution of male and
female supervisors and teachers within the state were n o t available for
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comparison, I believe the proportion of m en and women in the study
sam ple generally reflect their distributions in the state. Participants in
the study did proportionally represent elementary, middle, junior high
and high schools levels. Other demographic d ata suggest th a t the study
population included supervisors and teachers with varied levels of
experience and post secondary education, supervisors from a variety of
building level positions, and teachers from all academic areas.
Similarities in characteristics between the study sample an d the target
population and usable survey retu rn rates of 79% for supervisors and
65% for teachers suggest th at the findings of this study can be
reasonably generalized to the total population of New Hampshire
supervisors and teachers. The generalizability of these findings to
populations of supervisors and teachers outside New Hampshire is
dependent upon the degree of m atch between the outside population and
the New Hampshire population. The findings would be m ost
generalizable to sim ilar populations of supervisors and teachers in states
where teacher supervision is locally developed and relatively free of state
influence.
The surveys used in this study provide some lim itations as well.
The practicality of survey length limited the num ber of item s and
consequently, the depth of the exam ination of the practices,
characteristics, and effectiveness of teacher supervision. These
lim itations could be addressed through follow-up studies designed to
explore these variables in greater detail and with greater intensity. While
the surveys were piloted prior to use in the study as a m eans for
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examining content validity, they have n o t been tested over time for
stability.
Teacher Supervision in New Hampshire
Conclusions
The generalizability of the findings of this study to the total
population of New Hampshire supervisors and teachers supports the
conclusion th a t New Ham pshire supervisors and teachers hold sim ilar
perceptions of both the stru ctu ral and cultural dimensions of an ideal
teacher supervision system and th a t th eir perceptions of this ideal are
closely aligned w ith the description of b est practice in teacher
supervision yielded through the synthesis of the ideas and findings of
contem porary theorists and researchers. Supervisors’ and teachers’
perceptions of ideal teacher supervision constitutes a vision for teacher
the future of teacher supervision in New Hampshire.
D iscussion of Conclusions and Recommendations
Supervisors and Teachers
In the context of the change theories of Covey (1989,1991), Fullan
(1993), Schlechty (1997), and Senge (1990), such a vision is an essential
elem ent in m eaningful, effective, and enduring planned change. The
vision becomes the standard against which the reality of the present is
compared and when this com parison reveals a disparity between the
vision and the reality, the dissonance o r tension which arises from this
awareness m otivates individuals and organizations to change. In this
study, the cu rren t reality of teacher supervision is reflected in
supervisors’ and teachers’ perceptions of their present teacher
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supervision systems. As perceived by supervisors and teachers, this
reality falls short of the vision and there is th u s the potential for the
awareness of this disparity to create the dissonance which will motivate
supervisors and teachers to w ant to change teacher supervision. Covey,
Fu l l a n , Schlechty, and Senge m aintain th at the details of the disparity

provide the basis for establishing goals and determ ining strategies for the
attainm ent of the goals. It is in th e details th a t the picture for change
in New Hampshire becomes less clear and clean.
The findings of this study reveal that supervisors and teachers
differ with respect to th eir perceptions of the m agnitude of the short fall
between the vision and the reality. Supervisors generally, perceive the
gap as sm aller than teachers perceive it. As supervisors have more often
had some role in the development of the present supervision system,
have bom the prim ary responsibility for implementing the system, and
have been the “doers" in the system , it is not surprising th at they have a
more positive view of the system th an teachers who have had little or no
involvement in developing the system , have had little or no responsibility
for its implementation, and have been the ones to whom the process has
been done. Covey (1989,1991), Fullan (1993), Schlechty (1997), and
Senge (1990) m aintain th at the synthesis of m ultiple perspectives
provides a more accurate picture of reality and thus the views of both
groups m erit attention in gaining a more total picture of the current
reality of teacher supervision.
Covey (1989,1991), Fullan (1993), Schlechty (1997), and Senge
(1990) argue that if the vision is to be a source of inspiration and provide
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a unity of purpose and forward direction for the mem bers of an
organization, it m ust be truly shared by the members. They believe th at
members need to be committed to the vision and compelled by it. They
further posit, th at ownership of the vision, achieved through the
collaborative development of the vision, forges the highest commitment
and sense of calling. In considering the vision of teacher supervision
identified through this study, questions arise regarding w hether
supervisors and teachers are aware they share a common vision and
regarding the extent to which they are commitment to the vision?
Absent their awareness of their common vision, supervisors and teachers
will be less likely (and possibly unlikely) to join together in their efforts
to improve teacher supervision and m iss the advantage collaboration
could bring in pooling and leveraging their efforts. Additionally, Covey,
Fullan, Schlechty, and Senge envision change as a journey in which the
vision is the destination and the reality is the starting point. In the
context of this m etaphor, the findings of this study suggest th at while
supervisors and teachers seek the same destination, they identify
different points of departure. In order for the vision revealed through
this study to become compelling for others, it m ust ultim ately be owned
by them and the gap between this vision and the reality m ust clearly be
recognized by them . Further, in order for the disparities between the
vision and the reality to provide a solid basis for collaborative goal
setting and strategic planning, a consensus view of the reality needs to
be developed. W hether the organization under discussion is the New
Hampshire education community as a whole or the local school district,
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these needs are the same and a prim ary means for addressing these
needs is through the sharing the findings of this study and the
subsequent promotion of dialogue an d collaboration. Dialogue and
collaboration between supervisors and teachers can be the medium for
re-creating the vision, for engendering ownership and commitment to it,
and for creating a consensus view of reality. Further, dialogue and
collaboration can provide the m echanism for contrasting the vision and
reality, for consensually establishing goals and planning strategies, and
for collaboratively implementing the strategies in pu rsu it of these ends.
The Larger Constituency
While supervisors an d teachers play prim ary roles in the teacher
supervision process, interest in and concern for teacher supervision is
shared by other constituent groups including school boards,
superintendents, government, parents, community members, and
students. Sharing the findings of this study w ith these constituents and
involving representatives of these constituents in state level and local
discussions of teacher supervision would help to expand the ownership
and com m itm ent to the vision, to provide a more complete view of the
reality of present supervision, and to generate more assistance in the
development and implementation of goals and strategies.
Improving Teacher Supervision: Efforts. Impediments, and Solutions
Some dialogue and collaboration around improving teacher
supervision and related components including curriculum , instruction,
teaching standards, and professional development are already underway
at the state level and in some school districts, offering some basis for
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optim ism about the potential for m eaningful change in teacher
supervision. These improvement efforts have their origins in a m ore
profound and fundam ental change which has gradually been evolving in
the dim ension of our beliefs about o u r students and ou r perceptions of
o u r responsibility to them.
Until recently, our view of students and our conduct towards them
have been shaped to a m arked degree by the notion of a bell curve
distribution of student ability and an industrial-based model of
schooling designed ultim ately to sort students by these ability groups.
This education model which served u s seemingly well during the
industrial era, now fails to prepare students with the knowledge and
skills necessary for successful living in the already present and ever
changing inform ation age. At the sam e time that o u r society is
changing, new information about how students learn and the n atu re of
intelligence is calling into question our bell curve assum ption an d is
causing us to consider th at w hat we previously considered to be a
n atu ral distribution of abilities may in fact be the re su lt of w hat we do
and do not do for our students in our role as educators. We are
beginning to recognize th at we, perhaps more often th an nature, control
the conditions which determine student success. Now, because we are
beginning to believe its possible and because our societal needs dem and
it, we are striving to help “all" students achieve a t high levels. This
paradigm atic change is driving changes in curriculum standards,
instructional practices, and assessm ent methods a t national, state, and
local levels. These changes, in turn, are calling on teachers to teach a
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new curriculum , to use new instructional practices, and to employ new
assessm ent methods. Teacher responses to these new demands, shaped
by the beliefs of their paradigms an d the characteristics of their
developmental levels and phases, range from excitem ent and enthusiasm
to fear and anger and from eager acceptance to steadfast rejection and
resistance. Whatever the form of th eir response, teachers are in need of
assistance and support in meeting these new challenges and a teacher
supervision model focused on growth and improvement is emerging as a
medium for providing th a t assistance and support.
The particulars of this new m odel for teacher supervision are
represented in the vision for future teacher supervision detailed through
the findings of this study. The new model is intended to serve multiple
purposes including fostering teacher growth and development, improving
classroom instruction, and enhancing learning for students. It is rooted
in contem porary theories of teaching, learning, and development. It
involves and gives responsibility to teachers for their own growth and
development and for th a t of their colleagues. W ithin the model,
supervision is differentiated to address the unique needs of the members
of the teaching force
Though state-wide and local efforts to improve teacher supervision
are being driven by the powerful force of changing beliefs, they are also
facing num erous challenges and obstacles. Not everyone in each of the
constituent groups has made the paradigm atic shift. Among the
constituents are individuals and groups of individuals whose primary
concerns are their own special interests. Differences of opinion with
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respect to curriculum , instruction, an d assessm ent continue to exist not
only between those with different paradigm s but even among those who
share the new paradigm and similarly, differences of opinion exist with
respect to the knowledge and skills teachers need and the kind of
supervision which will best enable them to achieve these ends.
Dialogue and collaboration rem ain the m ost desirable and effective
mediums for fostering understanding and achieving consensus, but
efforts a t such dialogue and collaboration are haunted by past
experiences and prior m isunderstandings which severely damaged or
destroyed tru st between and within constituent groups and which now
diminish the openness and the honesty of communication and limit the
willingness to collaborate. Dialogue and collaboration which can build
consensus, require individuals who are prepared to m eet the cognitive,
interpersonal, and intrapersonal dem ands of this kind of interaction and
exchange. While some individuals are ready to do so, others are not.
Those who are not, often find the experience overwhelming and even
threatening and respond by passively withdrawing or actively resisting.
Theories of adult development assert th a t preparedness for this kind of
exchange emerges developmentally in individuals and suggest th at those
who are developmentally unready can be assisted and supported in their
development of the necessary capacities.
Efforts to achieve consensus of ideas through dialogue and
collaboration can be assisted and enhanced through the use of
facilitators. These facilitators would ideally possess a knowledge of
individual and group development, group process, and communication
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theory and possess the skills necessary to facilitate development of the
group and its members, to facilitate collaboration, and to facilitate open,
honest, productive com m unication.
At the local district level, efforts to improve teacher supervision
face the obstacles of limited resources--particularly people and time.
D ata collected through th is study strongly suggests th at impediments to
effective teacher supervision include large teacher to supervisor ratios
an d limited time for completion of the supervisory process, m ost
particularly opportunities to engage in meaningful dialogue and
reflection. Funding to provide additional supervisors and to pay for
added hours or days in the school schedule is often not available and
th u s school districts m u st look to existing personnel and time for
resolution of these issues. Inherent in the new model for teacher
supervision are solutions to these problems.
In the new model for teacher supervision, teacher growth and
improvement is no longer the responsibility of the supervisors alone but
is the collective responsibility of everyone within the organization. In
the new model, teachers will play a more active role in their own growth
and improvement and through m entoring, peer coaching, and the like,
will actively facilitate the growth and improvement of their colleagues.
As teachers improve their capacity to be effective users of d ata for
examining their present performance, they will be able to make use of
d ata sources such as stu d en t and parent feedback, colleague
observations, video and audio recordings, assessm ent results, and other
forms of student performance d ata to identify and direct their own
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improvement efforts and to assist those of others. Increased teacher
involvement in the supervision process will decrease the supervisory
dem ands on the principals and assistan t principals who serve as
supervisors enabling them to redistribute their time. Additionally, in the
new model, the intensity and n atu re of supervision is differentiated to
m eet the varied needs and developmental levels and phases of the
teachers. Traditionally, supervision has tended to treat all teachers the
sam e with some m inim al distinctions made between non-tenured and
tenured teachers. In the new model, supervision is tailored more closely
to teachers’ needs and includes a variety of forms of challenges and
supports designed to m eet the needs of teachers who are ju s t beginning
their careers, those who are in the middle of their careers, and those
who are nearing the end of their teaching days. It differentiates
challenges and supports for non-tenured teachers, competent tenured
teachers, and teachers whose performance is viewed as in need of
substantial improvement. Differentiating supervision enables districts to
allocate resources of tim e and people in a m anner proportional to the
needs of the teachers. Involving teachers and reallocating time though
seemingly promising as solutions will require commitment and effort to
achieve. As with any change, these changes will be endorsed by some
and resisted by others. Dialogue an d collaboration will be necessary to
resolve differences and convert resistance. Absent the capacity to add
personnel or time, school districts will need to consider the approaches
of teacher involvement and differentiated supervision as m eans for more
effectively investing the personnel and time they have presently toward
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the growth and improvement of all teachers and ultim ately toward the
provision of successful learning experiences for all students.
Change efforts in education have sometimes had the tendency to
falter in achieving th eir desired ends or to fail in sustaining them once
they have been achieved. Schlechty (1997) m aintains, “if substantial,
purposeful, change is to occur and be sustained over time, the
organization th at is the subject of the change m ust possess three critical
capacities" (p. 83). These include the capacity: “to establish and
m aintain a focus on th e future, to m aintain a constant direction, and to
act strategically" (p. 83). Fundam ental to th e development of these
capacities is the creation of a compelling shared vision, a clear view of
the present reality, and an awareness of the discrepancies between the
reality and the vision and the formulation and implementation of a
strategic plan encom passing goals and specific actions. The findings of
this study provide the rudim ents of a vision for teacher supervision and
the beginnings of a picture of reality. The vision and the picture will
need development and refinement through dialogue and collaboration
among concerned constituent groups. Dialogue and collaboration will
also be necessary to build an awareness of the discrepancy between the
reality and the vision and to construct and set in motion a strategic plan
for the improvement of teacher supervision a t the district level and
throughout the state.
Teacher Supervision in New Hampshire and in Other States
In her study of teacher supervision in the fifty states (1994), Sclan
identified the existence of two prim ary forms of teacher supervision, one
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a model for growth and improvement and the other oriented tow ard
accountability. New Hampshire supervisor and teachers have expressed
their preference for a growth and improvement-oriented model of teacher
supervision and while they indicate th a t present teacher supervision
systems fall short of this ideal, they also reveal th at present teacher
supervision system s fall closer to the growth and improvement model
than to the accountability model. In so doing, they affirm Sclan’s (1994)
findings th at in states where teacher supervision system s are locally
developed and relatively free of state influence, teacher supervision tends
towards the contemporary growth and improvement model rath er th an
the accountability model. Replication of this study in other states would
help to further evaluate this finding.
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Teacher Supervision/Evaluation in New Hampshire
Teacher Survey
Please respond to the questions contained in this survey and return the survey to:
Pamela I. Clarlr
326 Hopkinton Road
Concord, NH 03301-7915
For your convenience in returning the survey, a pre-addressed, stamped envelope has been
provided. If you prefer, you may fax your completed survey to me. My fax number is 603 2236946. Thank you for your assistance in responding to and returning this survey.
Please return the survey on or before
Please be assured that your responses w ill be held in strict confidentiality. Your answers
will be combined with those of teachers throughout the state of New H am p sh ire and only total
responses and averaged ratings will be reported. No school district or individual respondent
will be identified in the reporting of the survey results.
For the purposes of this survey:
the term “teacher supervision/evaluation” should be construed to include all
practices which promote teacher growth and development and which are used
to make evaluative judgments about a teacher’s performance;
the term “supervisor” should be interpreted to mean the individual who
bears formal responsibility for supervising and evaluating you.
This survey is 4 pages in length and contains 4 sections:
SECTION 1: TEACHER SUPERVISION/EVALUATION PRACTICES, BELIEFS, VALUES
SECTION 2: EFFECTIVENESS OF THE TEACHER SUPERVISION/EVALUATION
SYSTEM
SECTION 3: GENERALPERCEPTIONS
SECTION 4: DEMOGRAPHIC INFORMATION

Please call me at 603 228-1979 if you have any questions or concerns.
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SECTION 1:

TEACHER SUPERVISION/EVALUATION PRACTICES. BELIEFS. VALUES

Pleas* respond t w i c e to each of the items in this section.
In the le f t hand column, rirde the response which most accurately reflects your perceptions of your p r e s e n t
supervision/evaluation system .
h the rin h t hand column, rirde the response which m ost accurately represents your view o f the id e a l
supervision/evaluation system .
S tro n g ly
D is a g re e

1

O isa g re e
Som ew hat
3

D is a g re e

2

Agree
Som ew hat
4

A gree
5

S tro n g ly
A g re e
6

PRESENT

IDEAL
P e rfo rm an c e

1 2

34 S 6

sta n d a rd s

1. My performance is assessed against a dearly articulated and written se t
of dfetrict teacher performance standards.

1 2 3 4 5 6

Goal s e ttin g
1 2

34 5 6

2. My supervisor and I meet once each year to establish goals for my
professional growth and performance improvement.
P re -o b s e rv a tio n

1 2

34 5 6

1 2 3 4 5 6

c o n fe re n c e

3. Prior to th e dassroom observation, my supervisor and I m ee t to plan th e observation.

1 2 3 4 5 6

O b s e r v a tio n
1 2

34 5 6

4. My supervisor formally observes my teaching two o r more tim es a year.

1 2 3 4 5 6

1 2

34 5 6

5. My supervisor uses a variety o f observation m ethods to gather data
about my dassroom performance.

1 2 3 4 5 6

P o s t o b se rv a tio n

c o n fe re n c e

6. During the post observation conference , my supervisor and I :
1 2

34 5 6

a. analyze and interpret the data he/she collected during th e observation__________

1

23 4 56

1 2

34 5 6

b. identify performance strengths and areas for im provem ent—__________________

1

23 4 56

T otal

perfo rm an ce

e v alu atio n

1 2

34 5 6

7. My supervisor evaluates my to ta l performance (planning & preparation,
dassroom environment, instruction, professional responsibilities) once each year.

1

23 4 5 6

1 2

34 5 6

8. My supervisor evaluates my total performance (planning & preparation, dassroom
environment, instruction, professional responsibilities) a t least once in 3 years.

1

23 4 5 6

1 2

34 5 6

9. My supervisor examines a variety of information (e.g., lesson plans, teaching
materials, student performance, e tc ) to evaluate m y total performance.

1

23 4 5 6

1 2

34 5 6

10. My input helps to formulate m y total performance evaluation.

1 2 3 4 5 6

1 2

34 5 6

11. My total performance evaluation accurately reflects my performance.

1 2 3 4 5 6
C ontinued on back—>
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S tro n g ly
D is a g r e e
1

D is a g re e
Som ew hat
3

D is a g re e
2

A gree
Som ew hat
4

Agree
5

S tro n g ly
A g re e
6

PRESENT

IDEAL
12. My total performance evaluation indudes:

1 2 3 4 S 6

a. a rating s c a le ________________________________________________________________

1 2 3 4 5 6

b.

a narrative description____________ __________...— — .................

1

2 3 4 56

— ________ 1 2 3 4 5 6

T ra in in g
1 2 3 4 5 6

13. I received training in how to partiap ate effectively In my school district’s
teacher supervision/evaluation system.
D if f e r e n tia te d

1 2 3 4 5 6

s u p e rv is io n /e v a lu a tio n

1 2 3 4 5 6

14. Teachers whose performance is judged to be unsatisfactory, receive
assistance in the form of a m entor, training, or o th er support.

1 2 3 4 5 6

1 2 3 4 5 6

15. First year and non-tenured teachers receive more intense supervision/evaluation
than tenured teachers.

1 2 3 4 5 6

T eacher
1 2 3 4 5 6

involvem ent

16. Teachers were actively involved in the development of the teacher
supervision/evaluation system .
P u rp o ses

1 2 3 4 5 6

o f te a c h e r su p e rv isio n /e v a lu a tio n

17. The supervision/evaluation system is intended to:
1 2 3 4 5 6

a. facilitate school improvement efforts...

1 2 3 4 5 6

b.

1 2 3 4 5 6

- c.

____

1 2 3 4 5 6

improve teacher dassroom performance.— —

—

1 2 3 4 5 6

result in Improved learning for students.._______ ——

—

1 2 3 4 5 6

d. Insure studei.ts receive com petent instruction

1 2 3 4 5 6

e. provide direction for the district’s professional development program

1 2 3 4 5 6

f. encourage teacher self-reflection about teaching

1 2 3 4 5 6

g. remove incompetent teachers from th e district.-.— ...................... ........... — ...----------D istric t

1 2 3 4 S 6

-

1 2 3 4 5 6

____

......- ............... — 1 2 3 4 5 6

- ...................- ......

1 2 3 4 5 6
1 2 3 4 5 6

b eliefs

18. The supervision/evaluation system reflects th e fallowing district beliefs:
1

23 4 5 6

a. teachers are adult learners with varied experiences, needs, and levels o f development— 1 2 3 4 5 6

1

23 4 5 6

b. teaching requires the ability to make judgments and decisions on complex m atters.—

1 2 3 4 5 6

1

23 4 5 6

c. teachers learn from reflecting on their own teaching experiences..................

1 2 3 4 5 6

1

23 4 5 6

d. teachers and supervisors should collaborate in th e supervision/evaluation process

1

1

23 4 5 6

e. teacher professional growth is a priority___________________

2 3 4 5 6

1 2 3 4 5 6
C ontinued on n ext p a g e —>
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S tro n g ly
D is a g r e e
1

O is a g re e
Som ew hat
3

D isa g re e
2

Agree
Som ew hat
4

Strongly
A g re e
6

A gree
5

PRESENT

IDEAL
R elationship

1 2 3 4 5 6

SECTION 2:

w ith

su p e rv iso r

19. Throughout the supervision/evaluation process, my relationship with my supervisor
is characterized by collaboration, honesty, trust, openness, and a shared commitment
to my professional growth.

1 2 3 4 5 6

EFFECTIVENESS OF THE TEACHER SUPERVISION/EVALUATION SYSTEM

Please rate th e effectiveness of your p r e s e n t supervision/evaluation system in achieving th e results listed. Please circle
the m ost appropriate response.
H ig h ly
I n e f f e c ti v e
1

I n e ff e c tiv e
2
20.

Som ew hat
I n e f f e c ti v e
3

Som ew hat
E f f e c tiv e
4

H ighly
E f f e c tiv e
6

E f f e c tiv e
5

During the past two years, th e supervision/evaluation system has

a. farilitated my ability to contribute to school improvement efforts.__----------------------- 1

2 3 4

:

6

b.

2 3 4

i

6

c. resulted in improved learning for my students___________________ --------------------------------------------- 1

2 3 4

;6

d. insured th a t my stu dents receive com petent instruction

2 3 4

I6

e. provided direction for m y professional development activities______--------------------------------------------- 1

2 3 4

;6

f. encouraged me to sd f-reflect about my teaching_________________ -------------------------------------------- 1

2 3 4

;

2 3 4

i 6

improved my classroom perform ance.......—_____________________ -----------------------1

___

9- resulted in the removal o f Incompetent teachers from th e district__ .............. i i i Li i i ■ m i

SECTION 3 :

ll

ii

1

GENERAL PERCEPTIONS

Please provide a response to each of the following questions:

21.

What do you feel are the greatest strengths of your school d stric t's present teacher supervision/evaluation system ?

22.

What do you feel are the greatest weaknesses o f your school district's present teacher supervision/evaluation systemr ?

C ontinued on back-
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6

23.

W hit recommendations do you have fo r improving th e district's present teach er supervision/evaluation system?

SECTION 4 :

DEMOGRAPHIC

INFORMATION

Please respond to th e following questions:

1. How many y e an have you been a teacher? ____________

2. How many years have you been a teacher in th e present school district?

3. W hat subject(s) do you presently teach?_____________________________

4. W hat grade levei(s) do you teach?

5. Gender:

1. Female
2.

Male

6. How many years of p o s t secondary education have you completed?____

7. W hat degrees do you hold?________________________________________

T h an k you f o r com pleting th is survey.
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Teacher Supervision/Evaluation in New Hampshire
Supervisor Survey
Please respond to the questions contained in this survey and return the survey to:
Pamela L. Clark
326 Hopkinton Road
Concord, NH 03301-7915
For your convenience in returning the survey, a pre-addressed, stamped envelope has been
provided. If you prefer, you may fax your completed survey to me. My fax number is 603 2236946. Thank you for your assistance in responding to and returning this survey.
Please return the survey on or before:
Please be assured that your responses will be held in strict confidentiality. Your answers
will be combined with those of supervisors throughout the state of New Hampshire and only
total responses and average ratings will be reported. No school district or individual
respondent will be identified in the reporting of the survey results.
For the purposes of this survey:
the term “teacher supervision/evaluation” should be construed to include all
practices which promote teacher growth and development and which are used to
make evaluative judgments about a teacher’s performance;
the term “supervisor” should be interpreted to mean the individual who
bears formal responsibility for supervising and evaluating teachers.
This survey is 4 pages in length and contains 4 sections:
SECTION 1: TEACHER SUPERVISION/EVALUATION PRACTICES, BELIEFS, VALUES
SECTION 2: EFFECTIVENESS OF THE TEACHER SUPERVISION/EVALUATION
SYSTEM
SECTION 3: GENERALPERCEPTIONS
SECTION 4: DEMOGRAPHIC INFORMATION
Please call me at 603 228-1979 if you have any questions or concerns.
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SECTION 1:

TEACHER SUPERVISION/EVALUATION PRACTICES. BELIEFS, VALUES

Please respond t w i c e to each of the item s in this section.
In the left hand column, tird e the response which m ost accurately reflects your perceptions of your p r e s e n t
supervision/evaluation system .
In the rioht hand colum n, circle th e response which m ost accurately represents your view of the Id eal
supervision/evaluation system .
S tro n g ly
D is a g re e
I

D isa g re e
Som ew hat
3

D is a g re e
2

Agree
Som ew hat
4

A gree
5

S tro n g ly
A g re e
6

PRESENT

IDEAL
P e rfo rm a n c e

I

s ta n d a r d s

2 3 4 5 6 1.1 assess th e teacher’s performance against a clearly articulated and written s e t
of district teacher performance standards.

I 2 34 S 6

Goal s e ttin g
1 2 3 4 5 6

2. The teacher and I m ee t once each year to establish goats for the teacher's
professional growth and performance improvement.
P re -o b s e rv a tio n

1

23 4 5 6

1 2 3 4 5 6

co n fere n ce

3. Prior to the dassroom observation, the teacher and I m ee t to plan th e observation.

1 2 34 5 6

O b s e r v a tio n
1

23 4 5 6

4. I formally observe th e teacher in th e dassroom tw o or more times a year.

1 2 34 5 6

1

23 4 5 6

5. I use a variety of observation m ethods to gather d ata about th e teacher's
d assroom performance.

1 2 34 5 6

P o s t o b se rv a tio n
6.

c o n fe re n c e

During th e post observation conference, the tea ch e r and I :

1

23 4 5 6

a. analyze and interpret th e data I collected during th e observation

1 2 34 5 6

1

23 4 5 6

b. identify performance stren g th s and areas for improvement

1 2 34 5 6

T o tal
1 2 3 4 5 6

p e rfo rm a n ce

e v a lu a tio n

7. I evaluate the teacher's total performance (planning & preparation,
dassroom environment, instruction, professional responsibilities) once each year.

1 2 34 5 6

1

23 4 5 6

8. I evaluate the teacher's to ta l performance (planning & preparation, dassroom
environment, instruction, professional responsibilities) a t least once in 3 years.

1 2 34 5 6

1

23 4 5 6

9. I examine a variety of information (e.g.. lesson plans, teaching materials,
student performance, etc.) to evaluate the teach er's total performance.

1 2 34 5 6

1 2 3 4 5 6

10. The teacher's input helps to formulate the to ta l performance evaluation.

1 2 34 5 6

1 2 3 4 5 6

11. The teacher's total performance evaluation accurately reflects his/her performance.

1 2 34 5 6

Continued on b ack—>
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S trongly
D is a g re e
1

O ls a g re e
Som ew hat
3

D is a g r e e
2

Agree
Som ew hat
4

A gree
5

S tro n g ly
A g re e
6

PRESENT

IDEAL
12. The total performance evaluation includes:

1 2 3 4 5

i

a.

a rating scale .................................... - ..................... ............ - ............................. ...................

1 2 3 4 5 6

1 2 3 4 S

i

b.

a narrative description.

1 2 3 4 5 6

- -----

— ................—___

.____

T ra in in g
1 2 3 4 5

i

13. I received training In how to supervise/evaluate effectively In my school district's
teacher supervision/evaluation system .
D i f f e r e n t ia t e d

1 2 3 4 5

i

1 2 3 4 5 i

s u p e rv is io n /e v a lu a tio n

14. Teachers whose performance is judged to be unsatisfactory, receive
assistance In th e form o f a m entor, training, or o th er support.

1 2 3 4 5 6

15. First year and non-tenured teachers receive more intense supervision/evaluation
than tenured teachers.

1 2

3 4 5 6

1 2

3 4 5 6

T eacher
1 2 3 4 5 >

1 2 3 4 5 6

in v o lv e m e n t

16. Teachers were actively involved in th e development o f the teacher
supervision/evaluation system .
P u rp o s e s

of

te a c h e r s u p e rv isio n /e v a lu a tio n

17. The supervision/evaluation system is intended to:
1 2 3 4 5 5

a.

facilitate school Improvement efforts_______________ _........... ........................................

1 2 3 4 5 6

1 2 3 4 5 5

b.

Improve teacher classroom perform ance...........................- __ _________ ___ ________

1 2 3 4 5 6

1 2 3 4 5 5

c.

............ ....... .............................. ..... ..... .....

1 2 3 4 5 6

1 2 3 4 5 6

d. insure stu d en ts receive com petent Instruction........- ............................. ............. ........ ......

1 2 3 4 5 6

result in improved learning for stu d e n ts

1 2 3 4 5 6

e. provide Erection for th e d stric t’s professional developm ent program

1 2

3 4 5 6

1 2 3 4 5 6

f. encourage teacher self-reflection about teaching.

____ ____ _____________________ 1 2

3 4 5 6

1 2 3 4 5 6

g. remove incom petent teachers from the district

12

3 4 5 6

1 2 3 4 5 6

a. teachers are adult learners with varied experiences, needs, and levels of development— 1 2

3 4 5 6

1 2 3 4 5 6

b. teaching requires the ability to make Judgments and decisions an complex m a tte rs .-

1 2

3 4 5 6

1 2 3 4 5 6

c. teachers team horn reflecting on their own teaching experiences..................... ...............

12

3 4 5 6

1 2 3 4 S 6

d. teachers and supervisors should collaborate in th e supervision/evaluation process

1 2

3 4 5 6

1 2 3 4 5 6

e.

D is tric t

..................... ........ .............. ...............

b e lie fs

18. The supen& ion/evaluatian system reflects the following district beliefs:

teacher professional growth is a priority

..._________ _______________________ 1 2 3 4 5 6
C ontinued on n ext p ag e—>
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S tro n g ly
D is a g r e e
1

D is a g re e
2

D is a g r e e
Som ew hat
3

A gree
Som ew hat
4

A gree
5

Strongly
A g re e
6

PRESENT

IDEAL
R elationship

1 2 3 4 5 6

SECTION 2 :

w ith te a c h e r

19. Throughout the supervision/evaluation process, my relationship with the teacher
is characterized by collaboration, honesty, tru st, openness, and a shared commitment
to the teacher's professional growth.

1 2 3 4 5 6

EFFECTIVENESS OF THE TEACHER SUPERVISION/EVALUATION SYSTEM

Please ra te th e effectiveness o f your p r e s e n t supervision/evaluation system in achieving th e results listed. Please d rd e
the m ast appropriate response.
H ig h ly
I n e ff e c tiv e
- 1

I n e f f e c ti v e
2

Som ew hat
In e ffe c tiv e
3

Som ew hat
E f f e c ti v e
4

E f f e c tiv e
S

H ighly
E f f e c tiv e
6
PRESENT

20.

During th e past two years, the supervision/evaluation process has;

a.

facilitated school improvement efforts_________________________________________

1

2 3 4 56

b.

Improved teacher dassroom performance________

1

2 3 4 56

c.

resulted in improved learning for stu d e n ts

1

2 3 4 56

.........

d. insured th a t students receive com petent instruction
e. provided (fraction for teacher professional development activities.

SECTION 3 :

..
- .......

1 2 3 4 5 6
1 2 3 4 5 6

f.

encouraged teachers to sdf-reflect about their teaching.......................................

1

2 3 4 56

g.

resulted in the removal of incompetent teach ers fromthe district__________

1 2 3 4 56

GENERAL PERCEPTIONS

Please provide a response to each of the following questions;

21.

W hat do you feel are the greatest strengths of your school district’s present teacher supervision/evaluation system ?

22.

W hat do you feel are the greatest weaknesses of your school district's present teach er supervision/evaluation system ?

C ontinued on back—>
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23.

What recommendations do you have for improving the district’s present teacher supervision/evaluation system?

SECTION 4 :

DEMOGRAPHIC INFORMATION

Please respond t o th e following questions:

1. How many years have you been a supervisor? ____________

2. How many years have you been a supervisor in th e present school district? ___________

3. How many teachers do you presently supervise/evaluate? ____________

4. At what grade level(s) do you supervise/evaluate? ________________________________________

5. Gender

1. Female
2.

Male

6. How many years of p o st secondary education have you completed?____________________________

7. What degrees do you hold?_________________________________ !_____________________________

8. Title of your position:____________________________________________

9. If you have received formal training in teacher supervision/evaluation, please indicate where you
received your training (please check ad th at apply)
through workshops or seminars offered within your school district
through workshops or seminars offered outside your district
through university/college courses
other, please specify___________________________________________________________

T hank you for com pleting th is survey.
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November 20,1997

«Name»
«School»

«Address 1»
((Address 2»
Dear «Salutation»:
I am a doctoral student in the Ph.D. program in Education at the University of
New Hampshire and I am seeking your assistance with my dissertation study of
teacher supervision /evaluation practices in New Hampshire. The study is
sponsored by the New Hampshire Joint Education Council (NHJEC) (Please see
the enclosed letter from the NHJEC president) and the results of the study will be
used to inform efforts to improve and enhance teacher supervision /evaluation
practices in New Hampshire. Your participation in this survey will provide a
voice for teachers in this state-wide improvement effort.
The study is being conducted through the use of two survey instruments, one for
teachers and one for supervisors. The enclosed survey seeks your perceptions
of your district’s present teacher supervision/evaluation system as well as your
perceptions of what would constitute an ideal teacher supervision /evaluation
system.
Your school district was among those randomly chosen for the study and your
name was selected at random from among the teachers in your district. The
enclosed survey should require approximately 20 minutes to complete. I would
ask you to complete the survey and return it to me in the enclosed pre
addressed, stamped envelope by December 5, 1997.
Please be assured that your responses will be held in strict confidence. Your
answers will be combined with those of teachers throughout the state and only
total responses and averaged ratings will be reported. No school district or
individual respondent will be identified in the reporting of the survey results.
Should you have any questions concerning the survey, please feel free to contact
me at 603-228-1979. A copy of the survey results will be made available to you
at the completion of the study. I appreciate your assistance with this study.
Sincerely yours,

Pamela L. Clark
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November 20, 1997

•Name*
•School*
•Address 1»
•Address 2*
Dear ‘Salutation*:
I am a doctoral student in the Ph.D. program in Education at the University of
New Hampshire and I am seeking your assistance with my dissertation study of
teacher supervision/evaluation practices in New Hampshire. The study is
sponsored by the New Hampshire Joint Education Council (NHJEC) (Please see
the enclosed letter from the NHJEC president) and the results of the study will be
used to inform efforts to improve and enhance teacher supervision/evaluation
practices in New Hampshire. Your participation in this survey will provide a
voice for supervisors (principals, assistant principals, and others) in this state
wide improvement effort.
The study is being conducted through the use of two survey instruments, one for
teachers and one for supervisors. The enclosed survey seeks your perceptions
of your district’s present teacher supervision/evaluation system as well as your
perceptions of what would constitute an ideal teacher supervision/evaluation
system.
Your school district was among those randomly chosen for the study and your
name was selected at random from among the supervisors in your district. The
enclosed survey should require approximately 20 minutes to complete. I would
ask you to complete the survey and return it to me in the enclosed pre
addressed, stamped envelope by December 5, 1997.
Please be assured that your responses will be held in strict confidence. Your
answers will be combined with those of supervisors throughout the state and
only total responses and averaged ratings will be reported. No school district or
individual respondent will be identified in the reporting of the survey results.
Should you have any questions concerning the survey, please feel free to contact
me at 603-228-1979. A copy of the survey results will be made available to you
at the completion of the study. I appreciate your assistance with this study.
Sincerely yours.

Pamela L. Clark
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CHILDREN

November 6,1997
Dear New Hampshire Educator;
As the President of the New Hampshire Joint Education Council
(NHJEC), I urge you to participate in the teacher supervision/evaluation
survey being conducted by Pamela Clark. The NHJEC is an organization
whose purpose is to promote and facilitate collaboration among its five
member organizations: the National Education Association o f New
Hampshire (NEA-NH), the American Federation of Teachers (AFT), the New
Hampshire Association of School Principals (NHASP), the N ew Hampshire
School Administrators Association (NHSAA) and the N ew Hampshire
School Boards Association (NHSBA). The NHJEC is sponsoring this research
effort and has reviewed and approved the survey.
Recent legislative attempts to mandate both state-wide teacher testing
and teacher supervision/evaluation methods have raised considerable
concern among the members of all five constituent organizations. In
response to these concerns, the NHJEC has selected teacher
supervision/evaluation as a focal point for its efforts. Working together, the
five constituent groups hope to foster a shared understanding of effective
practices in teacher supervision/evaluation and to promote their use
throughout the state. Toward that end, we need your input to know which
current practices are working for you and which are not, and to learn from
you what changes in teacher supervision/evaluation you would wish to see.
Please share your perceptions and opinions with us through your response to
the survey. The results of this survey w ill be shared with all member
organizations and will inform our efforts.
In antidpation of your partidpation in this important endeavor, I
thank you for your interest, time, and effort.

M arjo^Chiafery, IJpgsideni^^
NewoHampshire Joint Education Council

12 C r o s s S t r e e t • P e n a c o o k . , N'H 0330
T el: |603) 753-4479 • F.w: (603) 753-4611

Svm m er S tre e t S c h o o l,
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December 4, 1997

W ithin the p ast two weeks, I sent to you a survey about teacher
supervision/evaluation. If you have already returned your survey, please
accept m y sincere appreciation. If you have not, I would urge you to
please complete the survey and return it to me on, or before, December
12, 1997. As the surveys were sent to only a small num ber of teachers, I
need your response to help insure the resu lts accurately represent the
opinions and experiences of New Ham pshire teachers.
If you did not receive the survey, o r would like a new copy, please
contact me at 603-228-1979, as I would be happy to m ail you another
immediately. I thank you for your assistance with this study.
Sincerely yours,

Pamela L. Clark
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December 4, 1997

Within the p ast two weeks, I sen t to you a survey about teacher
supervision/evaluation. If you have already returned your survey, please
accept my sincere appreciation. If you have not, I would urge you to
please complete the survey and return it to me on, or before, December
12, 1997. As the surveys were sen t to only a sm all num ber of
supervisors (principals, assistan t principals, etc.), I need your response
to help insure the results accurately represent the opinions and
experiences of New Ham pshire supervisors.
If you did not receive the survey, or would like a new copy, please
contact me a t 603-228-1979, as I would be happy to mail you another
immediately. I thank you for your assistance with this study.
Sincerely yours.
Pamela L. Clark
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326 Hopkinton Road
Concord, NH 03301-7915
January 2, 1998

«Name»
«Sch.ool»
•(Address 1»
•(Address 2m

Dear «Salutation»:
I am w riting to you once more to seek your participation in the study of teacher
supervision/evaluation practices in New Hampshire. I recognize that th e press of
the approaching holidays and school demands made it difficult for many teachers to
respond when the surveys were originally mailed and I am contacting you now in
the hope th a t the start of a new year might find you with the time to complete the
survey.
As the results of this survey will be used by the New Hampshire Joint Education
Council to inform its efforts to improve and enhance teacher supervision/evaluation
practices in New Hampshire, I am concerned th a t the experiences and opinions of
teachers be adequately and accurately represented in my report. To date, I have
received a higher percentage of responses from principals and assistant principals
th an from teachers and I am anxious to obtain more teacher responses in order to
present a balance of perspectives. I would, therefore, urge you to please complete
the enclosed survey and return it to me on or before J a n u a r y 16,1998.
Please be assured th a t I will hold your responses in strict confidence. I will combine
your answers w ith those of teachers throughout the state and will report only total
responses and averaged ratings. 1 will not identify any school district or individual
respondent in the reporting of the survey results.
Should you have any questions concerning the survey, please feel free to contact
me at 603-228-1979. A copy of the survey results will be made available to you at
the completion of the study. I truly appreciate your assistance with this study.
Sincerely yours,

Pamela L. Clark
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326 Hopkinton Road
Concord, NH 03301-7915
January 2,1998

«Name»
«School»
wAddress 1»
•cAddress 2»

Dear «Salutation»:
I am writing to you once more to seek your participation in the study of teacher
supervision/evaluation practices in New Hampshire. I recognize th a t th e press of
the approaching holidays and school demands made it difficult for some to respond
when th e surveys were originally m ailed and I am contacting you now in the hope
th at the sta rt of a new year might find you with the tim e to complete th e survey.
As the results of this survey will be used by the New Hampshire Joint Education
Council to inform its efforts to improve and enhance teacher supervision/evaluation
practices in New Hampshire, I am concerned th a t the experiences and opinions of
supervisors (principals, assistant principals, and others) be adequately and
accurately represented in my report. I would, therefore, urge you to please
complete the enclosed survey and re tu rn it to me on or before J a n u a r y 16,1998.
Please be assured that I will hold your responses in strict confidence. I will combine
your answers with those of supervisors throughout th e state and will report only
total responses and averaged ratings. I will not identify any school district or
individual respondent in the reporting of th e survey results.
Should you have any questions concerning the survey, please feel free to contact
me at 603-228-1979. A copy of the survey results will be made available to you at
the completion of the study. I truly appreciate your assistance with this study.
Sincerely yours,

Pamela L. Clark
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IMAGE EVALUATION
TEST TARGET (Q A -3 )
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IM /IG E . Inc
1653 E ast Main Street
Rochester. NY 14609 USA
Phone: 716/482-0300
Fax: 716/288-5989
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